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Mapping Pedagogy, Learning Outcomes, and Effect Size
in Relationship Education
Victor W. Harris
Alison Schmeer
Kyra C. Speegle
University of Florida
This study represents a Time 1 intervention and a three-month follow-up at Time
2 to assess the impact of a relationship education program adapted from
Gottman’s nine skills of communication. The researchers mapped the cognitive,
emotional, and behavioral learning outcomes generated by using the AIAI-FTFD
start-to-finish teaching model while completing the 9 Important Communication
Skills for Every Relationship (9 Skills) program. A self-reported retrospective
pre-then-post survey instrument was utilized to assess these learning outcomes in
the sample at Time 1 (N = 58) and again three months later at Time 2 (N = 55).
The results were calculated using effect size to quantify standardized mean
changes. Implications for how the AIAI-FTFD teaching model can facilitate
change and learning in relationship educational settings are discussed.
Keywords: relationship education, effective teaching, communication skills,
AIAI-FTFD
Introduction
Educators’ and practitioners’ use of intentional, sound pedagogical and statistical practices is
critical to maximizing and evaluating the transformative change process in a relationship
education learning environment (Cole, 1981; Franz, 2007; Kotrlik & Williams, 2003; Mace,
1981; Powell & Cassidy, 2007). In particular, the personal nature of relationship application
necessitates skillful use of active learning strategies and engagement to facilitate and promote
positive knowledge and skills gains and outcomes. Active learning strategies can ultimately
maximize learning outcomes and be accomplished through a variety of practices including
engaging the learners’ attention, introducing new information, facilitating interaction between
the teacher and learners, and providing opportunities for the learners to apply and practice target
skills (cognitive, emotional, and behavioral) in order to address real-world issues and problems,
both during the program and after the program is over (Gagné, Briggs, & Wager, 1992; Harris,
Moen, Morrow, Teemant, & Kumaran, 2014; Merrill, 2007).
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Purpose
The purpose of this study was to evaluate an ongoing relationship education program designed
using the AIAI-FTFD (Attention, Interact, Apply, Invite-Fact, Think, Feel, Do) start-to-finish
teaching model for relationship educators (Harris et al., 2014) as a potential model for employing
effective “teaching as an intervention” in relationship education programming. The research
question that drove this exploratory study was: “What are the cognitive, emotional, and
behavioral change learning outcomes generated by employing the AIAI-FTFD teaching model as
an intervention in designing, delivering, and evaluating the 9 Important Communication Skills
for Every Relationship (9 Skills) program?” The authors of this study sought to answer this
question by mapping pedagogy to learning outcomes measured through evaluating standardized
mean changes from before to after program delivery (i.e., intervention) as reported through effect
size statistics. The authors used a longitudinal comparison to provide follow up information to
build on the previously existing single time-point exploratory research examining the AIAIFTFD teaching method.
Background
A brief synthesis of the history of instructional learning theory reveals that educators’
understanding of learning evolved from a focus on behavioral learning theories [instructor
stimulus-student response] in the 1960s and 1970s to cognitive learning theories [information
processing] in the 1980s to constructivism and situated learning theories [meaning making] in
the 1990s to a focus on performance, practice, engagement, and experience as the major forces
behind learning outcomes in the new millennium (Reiser & Dempsey, 2012). Contemporary
theories assume that experiential and experimental topic-centered and task-centered learning
must occur in the educational setting in order to maximize change through engagement and
performance. These goals necessitate including the provision that learners ought to be provided
a way to facilitate, track, and practice cognitive, emotional, and behavioral skills both in and
outside of the teaching setting (Francom & Gardner, 2014; Harris, Chartier, & Davis, 2010).
Effective Relationship Education
Effective relationship education occurs when a learner actively constructs knowledge and
develops skills connected to lesson content (Badger, 2008; Franz, 2007; Harris et al., 2014;
Merrill, 2007). Previous research has demonstrated that effective teaching methods must include
at least the following: assessing learner needs and addressing these specific needs in the teaching
environment; founding teaching practices on theory-based and empirically-informed
methodologies; understanding, negotiating, and managing learners and group processes
successfully; and realistically evaluating the teaching experience (Gagné et al., 1992; Latham,
2002; Powell & Cassidy, 2007).
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According to Wiggins and McTighe (2005), effective curriculum and instruction should be
designed to focus on the learner’s understanding. These authors provide a summary of the key
goals that should be included in effective curriculum and instruction: 1) facilitation of learner
engagement in inquiry, 2) active encouragement in transfer of learning, and 3) development of a
conceptual framework to assist learners in understanding the significance of how facts and skills
work together and help form the larger content ideas being covered. Specific cognitive,
emotional, and behavioral target skills (i.e., learning outcomes) need to be identified so that the
learner understands what will be necessary to accomplish key goals and skills. Measuring these
learning outcomes becomes exceedingly difficult if they are not identified before the instruction
and training begin. Therefore, effective teaching plans must begin with assessing the learners’
needs (Harris et al., 2014; Powell & Cassidy, 2007). By keeping the learners’ needs (felt,
ascribed, and future) in mind, teachers can tailor the instructional outline around these needs to
maximize the potential for achieving positive learning outcomes (Powell & Cassidy, 2007).
After the instructor assesses the learners’ needs, selects the associated content required for
instruction, and determines the specific learning outcomes that will be addressed through the
lesson, he or she should then decide what learner-centered objectives and goals will guide the
teaching preparation and delivery of content (Bennett & Rockwell, 1995; Gagné et al., 1992).
The intentional time instructors take to clearly determine objectives and goals as well as decide
how these factors will impact lesson and program preparation and delivery are crucial to the
overall instructional process (Bennett & Rockwell, 1995; Gagné et al., 1992). Decisions made at
this time point will impact the framework and flow into all other aspects of the lesson, which in
turn will determine how the content is understood and applied by the learners.
In sum, achievement of identified learning outcomes ultimately indicates the effectiveness of a
teaching pedagogy. Teaching outlines should primarily aim to develop and craft the content and
instructional techniques into a unified and intentional lesson plan for learner engagement and
achievement of learning outcomes (Gagné et al., 1992; Merrill, 2007; Wiggins & McTighe,
2005). Through the use of an effective outline, learning outcomes can be identified, targeted,
and assessed throughout the program and after its conclusion. This best practice contributes to
the effectiveness of the overall program.
Mapping Pedagogy to Target Skills: The AIAI-FTFD Teaching Model
Educators in human development and family studies disciplines can help improve their
instruction and learning outcomes by using effective teaching models such as the Attention,
Interact, Apply, and Invite (AIAI)—Fact, Think, Feel, Do (FTFD) Start-to-Finish Teaching
Model (Figure 1). This systematic, step-by-step, start-to-finish model conceptualizes and
synthesizes effective teaching strategies and helps instructors prepare and deliver instructional
material in a uniform, intentional manner (Gagné et al., 1992; Harris et al., 2014).
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Figure 1. AIAI-FTFD Start-to-Finish Conceptual Instructional Model
THE AIAI-FTFD START-TO-FINISH INSTRUCTIONAL MODEL
©Victor William Harris, Ph.D. Used by Permission.

Preparation: Topic
Target Audience:
Student Need(s):

Overall Goal:

Content 2-3 Concepts/Principles I will teach:
1.
2.
3.
Target Skills-Cognitive (knowledge), Emotional
Objectives (mapped to target skills):
(confidence - attitude change), and Behavioral
1. (C) – Participants will identify (know) . . .
(skills) Processes:
1. Cognitive/Know (C) –
2. (E) – Participants will apply . . .
2. Emotional/Apply (E) –
3. Behavioral/Practice (B) –
3. (B) – Participants will practice . . .
AIAI-FTFD Variety:
Role: Expert, Facilitator, or Consultant (Circle One)
Unit/Section Instructor Will Do
Learner Will Do
Content
Mental
Method
(List Items)
(List Items)
(Circle Items)
Processes
(Circle
1. (C) Know
1. (C) Know
This lesson
(Circle Items)
Items)
will use:
This lesson will This lesson
1. Facts
engage:
will use:
2. (E) Apply
2. (E) Apply
2. Concepts
1. Remember
1. Audio
3. Principles
2.Understand
2. Visual
3. Apply
3. Praxis
3. (B) Practice
3. (B) Practice
4. Analyze
5. Evaluate
6. Solve
7. Create
8. Design
Delivery: Lesson Outline
Role: Expert, Facilitator, Consultant
Attention:
Question Types:
-Fact
Interaction:
-Think
-Feel
-Do
Apply:
Practice Target Skills: Cognitive, Emotional, Behavioral (5-10 minutes)
Invite:
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The AIAI-FTFD model was designed to assess the learners’ needs by assisting the instructor to
identify learning outcomes measured by cognitive, emotional (e.g., confidence, attitudes), and/or
behavioral skills targeted throughout the process of learning. The model begins by emphasizing
to the instructor the importance of actively engaging the learners throughout the learning
experience. Therefore, in order to maximize learner engagement prior to teaching, the instructor
must choose what role she or he will play during the learning experience: expert (lecture),
facilitator, or consultant (Powell & Cassidy, 2007).
Catching the interest of the learners is the first step in the model, Attention, which occurs when
the instructor seeks to engage learners and pique their curiosity. This first step is typically brief
(i.e., 3–5 minutes) but is extremely important for instructors in order to take the learners’ minds
off of any outside interests and focus them on the learning tasks at hand. After this initial step is
completed, the instructor must move quickly to the next step, Interaction. In this step, relevant
information, content, and concepts are presented to the learners in an engaging format.
Additionally, during the Interaction step, the instructor communicates information through a
variety of instructional formats (i.e., visual, auditory, hands-on) and places key emphasis on
discussion and learner participation, including cooperative and collaborative learning.
In order to facilitate discussion, the teacher can ask the learners four kinds of specific, goaldirected questions (i.e., Fact, Think, Feel, Do) about the given topic and then guide the learners
to interact with the information, instructor, and each other. The Fact, Think, Feel, Do (FTFD)
portion of the teaching model serves a distinct purpose – the instructor poses the FTFD questions
to learners in order to engage the learners, foster critical thinking, and continue discussion of
notable lesson information. When instructors are able to use questioning effectively in their
teaching, overall retention can improve and higher levels of thinking can be supported (Anderson
& Krathwohl, 2001; Bloom, Englehart, Furst, Hill, & Krathwohl, 1956).
Application, or applying the information learned, is the third step in the AIAI-FTFD teaching
process. There is direct positive association between the amount of time spent on this step and
positive learning outcomes (Harris et al., 2014; Merrill, 2007). This part of the model consists of
encouraging and providing opportunities for learners to make practical applications of the
principles and materials that the presentation covers. When an instructor invites learners to
apply the information and practice new knowledge and skills, learners are then challenged to
consider the content in a meaningful way that is relevant to their own lives allowing them to
achieve new cognitive, emotional, and behavioral learning outcomes. The final component of
the model, Invitation, assesses commitment and learner readiness to continue to practice and
maintain the knowledge and skills acquired after the lesson ends. Asking what learners plan to
do with the new information and skills learned offers them the opportunity to apply and plan for
how they will incorporate the new knowledge and skills into their daily life and long-term goals
following the completion of the presentation or programming. Homework and tracking charts
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are often provided in this final step to assist the learners in assessing their ongoing progress
toward mastering the identified target skills in daily life (Badger, 2008; Harris et al., 2014).
Mapping Pedagogy to Real-World Target Skills:
The 9 Important Communication Skills for Every Relationship Program
According to Gottman (1994b), four negative behaviors can act as a deterrent to positive
communication: criticism, defensiveness, contempt, and stonewalling. Attacking someone’s
personality, usually with blame and accusation, is identified as criticism. When an individual
refuses to accept responsibility for behaviors, they are displaying defensiveness. Contempt
includes communication behaviors such as rolling the eyes, mocking, sarcasm, name-calling and
other verbal and nonverbal expressions. When someone refuses to communicate by using the
silent treatment, they are stonewalling.
Gottman (1994a) identified calm down, I-messages, speak nondefensively, validate, and
overlearn the other eight skills as five healthy communication and conflict resolution behaviors
that can promote positive interaction. Calming down involves detaching oneself from a potential
negative interaction before something hurtful is said. The calming down period should last for at
least 25 minutes, or longer if needed, in order for the person to really calm down and reduce
physiological arousal. If there is not a calming down period, then it becomes easy to slip back
into an emotionally charged conversation. During an emotionally charged conversation,
individuals often say or do things that are hurtful to the other person.
One of the healthiest behaviors that an individual can engage in is bringing up a complaint about
a specific issue or behavior (Gottman, 1994b). This allows resentment and frustration to have an
opportunity to be openly expressed and discussed. When bringing up a specific complaint, it is
important for a person to use “I-messages” because these messages constitute a positive method
for facilitating positive interaction and avoiding criticism. I-messages or statements begin with
“I feel…” and then identify a behavior and a reason why this specific behavior is something that
is frustrating or bothersome.
Individuals who are able to gain the skill of speaking nondefensively often speak with more
gentleness and positivity while avoiding using criticism and contempt. By speaking
nondefensively, they are able to foster trust with the listener without eliciting defensiveness.
Individuals who are able to validate others give their full attention to the speaker and seek to
understand the emotions and needs that are being communicated. They also show the speaker
they are listening through head nods, short statements, and eye contact. Ultimately, the art of
validation involves the ability to engage in perspective-taking and empathic behaviors. The last
skill of communication, according to Gottman (1994b), is Overlearning all eight communication
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skills so well that they become a part of an individual’s regular interaction repertoire, especially
during situations in which conflict resolution skills are needed.
Objectives
Transforming target skills into learning objectives is an important key to employing best
practices in teaching (Gagné et al., 1992; Harris et al., 2014; Mager, 1962). The AIAI-FTFD
pedagogical objectives for the 9 Skills program include the following:
Objective 1. Participants will increase their levels of understanding (knowledge) about
the factors associated with healthy communication and conflict resolution patterns using
the 9 Skills to help them reduce the risk for negative outcomes.
Objective 2. Participants will demonstrate increased changes in levels of confidence
(attitudes) about their abilities to use the 9 Skills to strengthen their communication and
conflict resolution skills and, therefore, reduce the impact of potential risk on themselves
and their relationships.
Objective 3. Participants will demonstrate positive levels of intent to implement (Time
1) and use of (Time 2) the 9 Skills (behaviors) to increase positive interaction, decrease
negative interaction, increase positive bonds, and increase satisfaction and well-being,
four primary indicators of healthy relationship stability and success (Harris, Schramm,
Marshall, & Lee, 2012).
Method
This study represents a follow-up to previous exploratory research of the AIAI-FTFD teaching
model (Harris et al., 2010, 2014; Harris, Speegle, & Schmeer, 2016). The authors used a selfreport quantitative evaluation method across an array of program contexts to study the
effectiveness of the teaching model in a human services learning environment among
participants who completed the 9 Important Communication Skills for Every Relationship
training. The sample, sampling method, instrumentation, and data collection and analysis
methods are discussed below.
Sample and Sampling
The sample in this study was drawn from a purposive dependent sample of participants (Time 1:
N = 58, Time 2: N = 55) at a Southeastern university who voluntarily completed a 1.5 to 2.5 hour
relationship education program titled, 9 Important Communication Skills for Every Relationship
(9 Skills). The 9 Skills program was adapted from Dr. John Gottman’s (1994a, 1994b) research
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for use in a relationship education learning environment. A majority of subjects who
participated in this study were single, White, and female, with an average age of 21 years. Most
participants made less than $20,000 a year and had an Associate’s degree or higher (Table 1).
Table 1. Demographic Description of 9 Skills Participants (N = 58)
Characteristics
Gender
Female
Male
Missing Data
Age Average = 21
Missing Data
Marital Status
Single
Married
Divorced
Partnered (Cohabiting)
Missing Data
Income level
< $20,000
$20,000-39,999
$40,000-$59,999
$60,000-$79,999
$80,000 or more
Missing Data
Education Level
Less than high school
High school graduate/ GED
Associate’s degree
Bachelor’s degree
Graduate degree
Missing Data
Ethnicity
White
Black
Hispanic/Latino
Asian/Pacific Islander
Native American
Other
Missing Data
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n

%

51
7
0
56
2

88
12
0
97
3

51
2
3
1
1

88
3
5
2
2

32
6
4
5
6
5

55
10
7
9
10
9

0
10
41
7
0
0

0
17
71
12
0
0

32
9
11
2
0
4
0

55
16
19
3
0
7
0
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The research design used for this IRB-approved study was a self-report quantitative exploratory
cross-sectional design using a purposive sampling method. The 9 Skills curriculum used in this
study was adapted from Gottman (1994a, 1994b) and was specifically designed for a relationship
education environment in order to employ best practices in program design, implementation, and
evaluation using the AIAI-FTFD teaching model (Harris et al., 2014; Powell & Cassidy, 2007).
The AIAI-FTFD teaching model was included in the notes section of the 9 Skills PowerPoint
used to deliver the curriculum with embedded accompanying teaching strategies, instructional
methods, and questioning techniques. A full description of the curriculum is not possible within
the context of this article, but readers who wish to view a version of the curriculum can find it on
the eXtension website at https://learn.extension.org/events/1354. The curriculum was generally
administered in either a one-time 1.5 to 2.5 hour session or in two separate 45-minute to 1.25hour sessions.
Instrumentation, Data Collection, and Analysis
A Time 1 baseline retrospective pre-then-post online survey instrument was administered to
assess participants’ knowledge, confidence, and intent to change behavior at the end of the 9
Skills program. At Time 2, three months later, a similar instrument was administered to assess
the effectiveness of the 9 Skills program intervention by comparing Time 2 data with baseline
data collected at Time 1 (Table 2). The Time 2 survey instrument assessed knowledge learning
outcomes exactly as they were assessed during Time 1. At Time 2, actual emotional change
(i.e., confidence level) and behavioral change (skill level) were assessed for each of the skills
(Table 2, Questions 10-22 [bolded]). Only eight of the nine skills were evaluated in the current
study due to the difficulty of assessing the ninth skill of overlearning the other eight skills. A
five level Likert scale ranging from “strongly disagree” to “disagree” to “neither agree nor
disagree” to “agree” to “strongly agree” was used to assess knowledge of the eight skills and
level of agreement with statements such as, “I understand how to avoid using criticism” and “I
understand how to validate others.” Similarly, confidence in applying and using the eight skills
was assessed using statements such as, “I am confident I can avoid becoming defensive” (“I
avoid becoming defensive”) and “I am confident I can speak nondefensively” (“I speak
nondefensively”). Intent to change behavior and reported behavior change were assessed using
four statements targeting decreasing negative interactions and increasing positive interactions,
positive bonds, and satisfaction or well-being.
A retrospective pre-then-post survey instrument design was intentionally used as a good fit for
the 9 Skills programming in order to evaluate learning outcomes both before and after the
program for several reasons, including avoiding response shift bias, as summarized by Marshall,
Higginbotham, Harris, and Lee (2007). However, it should be noted this type of design is
vulnerable to internal validity threats such as memory bias.
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Mapping Pedagogy and Effect Size
The data were analyzed using descriptive statistics and paired sample t-tests. Effect sizes were
calculated to evaluate the standardized mean differences before and after the program for each
variable being studied (Kotrlik & Williams, 2003). Focusing on effect size rather than statistical
significance helps researchers determine the magnitude of standardized mean differences for a
given sample and for specific identified variables. Cohen (1988) loosely characterized effect
sizes as small (d = >.20), medium (d = >.50), and large (d = >.80). Further, Cohen identified a
small effect size as a meaningful mean difference, a medium effect size as noticeable mean
difference, and a large effect size as a clearly evident mean difference (Howell, 2002). Because
it is difficult to separate program pedagogy from content, the authors of this study determined
that using effect size to evaluate standardized mean differences from before to after program
implementation was a viable first step to exploring and assessing the effectiveness of the AIAIFTFD teaching model in facilitating change in a relationship education learning environment.
Results
Results of the design, implementation, and evaluation of the 9 Important Communication Skills
for Every Relationship program using the AIAI-FTFD teaching model as an intervention showed
clearly evident reported effect size standardized mean changes for every targeted learning
outcome (Table 2). Reported cognitive (knowledge) learning outcomes from Time 1 to Time 2
generally showed consistent retention and understanding of the eight skills separately and of all
of the skills overall (Table 2: Statements 1–9). Of note are the slight standardized mean
decreases over time in reported understanding of how to validate, speak nondefensively, and
avoid becoming defensive, as well as slight increases in reported understanding of how to avoid
stonewalling. Similarly, overall understanding of how to use the 9 Skills when communicating
slightly increased at Time 2.
Reported emotional learning outcomes from Time 1 to Time 2 showed consistency between
perceived confidence in being able to apply the eight skills (Time 1) to actually using these skills
when communicating over a three-month period (Table 2: Statements 10–18). Clearly evident
standardized mean changes were reported by participants regarding their confidence in applying
each of the eight skills at Time 1. Actual use of the eight skills at Time 2 revealed that the
clearly evident standardized mean changes reported at Time 1 stayed relatively consistent over
time. Notable confidence increases in applying the eight skills to actually using the skills
included avoiding criticism and defensiveness. Slight decreases from Time 1 to Time 2 included
use of validation, I-messages, speaking nondefensively and avoiding contempt and stonewalling.
Overall, a large increase in clearly evident effect size change was reported by participants for
perceived confidence in applying the skills at Time 1 (d = 1.42) to actually using the skills
learned and practiced at Time 2 (d = 2.60) during the 9 Skills program, respectively.
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Table 2. Results of 9 Skills Evaluation at Time 1 and Time 2 Before and After Programming
(T1 N = 58; T2 N = 55)
Time 1 – Initial Assessment
(N = 58)
Time 2 – 3-Month Followup (N = 55)
1. I understand how to
avoid using criticism.

2. I understand how to
complain using I-messages.

3. I understand how to
avoid contempt.

4. I understand how to
validate others.

5. I understand how to
avoid defensiveness.

6. I understand how to
speak nondefensively.

7. I understand how to calm
down.

8. I understand how to
avoid stonewalling.

9. Overall, I understand
how I can use the 9 Skills
when communicating.

Retrospective
Pretest Mean
Score
(SD)
3.10
(.99)
3.24
(.89)
3.12
(1.03)
3.02
(.94)
2.95
(1.02)
3.07
(.91)
3.53
(.86)
3.52
(.93)
2.76
(1.05)
2.95
(1.18)
3.05
(1.02)
2.96
(1.19)
3.38
(1.15)
3.27
(1.15)
3.14
(1.19)
2.82
(1.14)
2.91
(1.13)
2.58
(.99)
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Posttest
Mean
Score
(SD)
4.47
(.60)
4.48
(.54)
4.60
(.49)
4.44
(.50)
4.48
(.60)
4.43
(.54)
4.64
(.52)
4.61
(.60)
4.47
(.68)
4.38
(.62)
4.59
(.50)
4.40
(.60)
4.69
(.50)
4.49
(.54)
4.57
(.53)
4.45
(.50)
4.78
(.46)
4.45
(.50)

Mean
Change
(SD
Pooled)
1.36
(.82)
1.24
(.74)
1.48
(.81)
1.43
(.75)
1.53
(.84)
1.35
(.75)
1.10
(.71)
1.09
(.78)
1.71
(,89)
1.44
(.94)
1.53
(.80)
1.44
(.94)
1.31
(.89)
1.22
(.90)
1.43
(.92)
1.64
(.88)
1.97
(.86)
1.87
(.78)

t
11.62

p
.000***

Cohen’s
d
(Effect
Size)
1.65

12.57

.000***

1.67

13.08

.000***

1.83

12.57

.000***

1.91

11.35

.000***

1.82

10.86

.000***

1.80

10.98

.000***

1.55

8.57

.000***

1.40

12.89

.000***

1.92

10.70

.000***

1.53

14.23

.000***

1.91

9.30

.000***

1.53

8.73

.000***

1.47

7.97

.000***

1.36

10.97

.000***

1.55

11.26

.000***

1.86

13.71

.000***

2.29

13.16

.000***

2.40
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(Table 2 continued)
10. I am confident that I can
avoid using criticism.
I avoid using criticism
when I communicate.
11. I am confident that I can
use I-messages.
I use I-messages when I
communicate.
12. I am confident that I can
avoid contempt.
I avoid using contempt
when I communicate.
13. I am confident that I can
validate others.
I validate others when I
communicate.
14. I am confident that I can
avoid becoming defensive.
I avoid becoming
defensive when I
communicate.
15. I am confident that I can
speak nondefensively.
I speak nondefensively
when I communicate.
16. I am confident that I can
calm down.
I calm down when I
communicate.
17. I am confident that I can
avoid stonewalling.
I avoid stonewalling when
I communicate.
18. Overall. I am confident
in my ability to use the 9
Skills when communicating.
Overall, I use the 9 Skills
when I communicate.

Journal of Human Sciences and Extension

t
7.64

p
.000***

Cohen’s
d
(Effect
Size)
1.47

11.89

.000***

1.65

11.14

.000***

1.77

10.22

.000***

1.61

11.61

.000***

1.70

9.56

.000***

1.58

10.23

.000***

1.50

8.50

.000***

1.08

11.89

.000***

1.51

13.05

.000***

1.80

1.29
(.89)
1.16
(.88)
1.26
(.91)
1.29
(.89)
1.76
(.93)
1.58
(.91)
1.28
(.90)

10.51

.000***

1.45

8.67

.000***

1.32

9.26

.000***

1.38

12.57

.000***

1.45

12.99

.000***

1.89

11.19

.000***

1.74

10.02

.000***

1.42

2.00
(.77)

14.56

.000***

2.60

Retrospective
Pretest Mean
Score
(SD)
2.69
(.99)
2.87
(1.04)
3.22
(.96)
2.96
(1.05)
3.05
(1.03)
2.95
(1.04)
3.50
(.94)
3.44
(.98)
2.93
(1.09)
2.58
(1.13)

Posttest
Mean
Score
(SD)
4.78
(.69)
4.27
(.59)
4.59
(.50)
4.29
(.53)
4.45
(.54)
4.25
(.55)
4.64
(.52)
4.38
(.76)
4.29
(.65)
4.22
(.60)

Mean
Change
(SD
Pooled)
1.25
(.85)
1.40
(.85)
1.36
(.77)
1.34
(.83)
1.40
(.82)
1.31
(.83)
1.14
(.76)
.95
(.88)
1.36
(.90)
1.64
(.91)

3.09
(1.03)
3.02
(1.01)
3.24
(1.16)
3.00
(1.07)
3.16
(1.17)
2.84
(1.12)
2.84
(1.14)

4.38
(.72)
4.18
(.72)
4.50
(.57)
4.29
(.66)
4.43
(.60)
4.42
(.63)
4.60
(.56)

2.41
(.96)

4.41
(.50)
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Retrospective
Pretest Mean
Score
(SD)

(Table 2 continued)
19. I will use the 9 Skills to
increase positive interaction
in my relationships.
I use healthy
communication skills to
increase positive
interactions in my
relationships.
20. I will use the 9 Skills to
decrease negative
interaction in my
relationships.
I use healthy
communication skills to
decrease negative
interactions in my
relationships.
21. I will use the 9 Skills to
increase positive bonds
(friendship) in my
relationships.
I use healthy
communication skills to
increase positive bonds
(friendship) in my
relationships.
22. I will use the 9 Skills to
increase happiness and
satisfaction (well-being) in
my relationships.
I use healthy
communication skills to
increase happiness and
satisfaction (well-being) in
my relationships.
*p < .05; **p < .01; ***p< .001

Posttest
Mean
Score
(SD)
4.53

3.02
(.98)

13

t

p

Cohen’s
d
(Effect
Size)

1.44
(.87)

12.02

.000***

1.66

1.50
(.89)

11.18

.000***

1.69

1.24
(.76)

11.41

.000***

1.63

1.25
(.80)

10.63

.000***

1.56

Mean
Change
(SD
Pooled)

4.47

2.87
(1.10)

4.37
(.62)

4.59

3.15
(.92)

4.39
(.56)

4.57

3.23
(.97)

4.47
(.58)

Reported intent to change behavior data revealed Time 1 mean scores ranging from 4.47 to 4.59
for decreasing negative interaction and increasing positive bonds, interaction, and well-being.
Time 2 showed significance (p < .001) for all four behavioral learning outcome variables and
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clearly evident standardized mean change effect sizes from before the 9 Skills program
intervention to after the program at three-month follow-up as follows: I use healthy
communication skills to increase positive interactions in my relationships (d = 1.66); I use
healthy communication skills to decrease negative interactions in my relationships (d = 1.69); I
use healthy communication skills to increase positive bonds (friendship) in my relationships (d =
1.63); and I use healthy communication skills to increase happiness and satisfaction (well-being)
in my relationships (d = 1.56).
Discussion
The purpose of this study was to explore the magnitude of the cognitive, emotional, and intent to
behave learning outcome changes that were associated with using the AIAI-FTFD teaching
model as an intervention in designing, delivering, and evaluating the 9 Important
Communication Skills for Every Relationship (9 Skills) program. Due to the level of difficulty of
implementing a true experimental or quasi-experimental design in a relationship education
learning environment, using a retrospective pre-test then post-test design was a good fit for the
evaluation of the relationship program given the inevitable challenges and constraints with this
type of programming (Marshall et al., 2007).
The AIAI-FTFD teaching model was designed to facilitate the process of change in an
instructional setting (Harris et al., 2014; Mace, 1981). It appears from the data in this study that
the AIAI-FTFD teaching model was a viable instructional method for facilitating clearly evident
cognitive, emotional, and behavioral change (Cohen, 1988). In sum, because the AIAI-FTFD
teaching model is integrated with content and context at every step in the teaching process, it was
assumed in this study that it was the AIAI-FTFD model that exerted the most influence on the
reported outcomes. Employing a research design to separate content, context, and methodology
will be an important next step in validating the AIAI-FTFD model.
The analysis of cognitive (i.e., knowledge), emotional (confidence, application) and behavioral
standardized mean differences from before to after the 9 Skills program indicated that
participants reported large clearly evident changes in all eight variables studied at Time 1, and
these changes remained robust at Time 2 (three-month follow-up). The AIAI-FTFD teaching
model requires instructors to identify cognitive, emotional, and behavioral target skills prior to
teaching, to operationalize them into objectives, and then to intentionally and systematically map
them throughout the teaching preparation and delivery process to each identified participant
learning outcome. Providing participants with an opportunity to practice the cognitive,
emotional, and behavioral target skills within the learning environment and a way to continue to
practice them through homework or using a tracking chart outside of the learning environment is
one way the AIAI-FTFD teaching model can assist instructors to facilitate meaningful change
and maximize potential learning outcomes.
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In this study, the AIAI-FTFD method contributed to promising follow-up results that indicated
learners still actively practiced key training target skills at the time of follow-up. Though the
content of the training and the context may have also played a role in the final training outcomes,
the results of this study help support the AIAI-FTFD framework, especially the intentional
identification of target skills at the start of planning and clear tracking of how learners
understand, discuss, and apply these skills by the training’s conclusion. Additional studies are
needed using other teaching methods and contexts as research continues, but this study offers an
important first step in providing quantitative evidence in a longitudinal design for the AIAIFTFD method. Specifically, the results of this study provide a different perspective and
dimension for understanding the AIAI-FTFD model as well as promising future directions for
comparison of the model to other teaching methods, topics, and settings.
According to Marshall (as cited in Harris, 2010), there are at least three factors that impede
individual change: ignorance (lack of appropriate knowledge), incompetence (lack of appropriate
skills), and resistance to conscience (an unwillingness to use appropriate knowledge and skills).
Therefore, instructors’ intentional targeting of knowledge, application, and skills throughout the
learning process is essential to increasing positive learning outcomes. While many models of
learning and instruction target knowledge, application, and skills as important learning outcomes
(Francom & Gardner, 2014), few, if any, offer a specific methodology to design, implement, and
evaluate these outcomes in an easy-to-learn and start-to-finish way for educators. Educators and
practitioners across multiple disciplines who have used and mastered the AIAI-FTFD teaching
methodology have reported meaningful qualitative gains in their teaching effectiveness and in
learner outcomes (Harris et al., 2014). The current study adds some initial quantitative evidence
to the existing literature that the AIAI-FTFD teaching model can indeed be effective in
facilitating change in a relationship education learning environment.
Limitations and Implications
This study represents a response to the limitations reported in a previous study citing the
limitation of the one-time cross-sectional design (Harris et al., 2016). Given the design in the
first study, it was not possible to assess how robust the self-reported changes in knowledge,
confidence, and intent to change behavior were. The current cross-sectional, three-month
follow-up evaluation of the 9 Skills curriculum was needed to assess how robust the reported
knowledge, confidence, and behavior change outcomes were over time.
Additionally, the theoretical foundation of the model is designed to be applicable across content
areas and contexts. In turn, the effective use of the model is viewed as being the key influence
on most measured change, rather than the specific content or context of the lesson (Harris et al.,
2014). Because the model is designed to facilitate change in the teaching of any content in any
context, its theoretical foundation assumes that a majority of the measured change is due to the
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effective use of the model and not to the specific content or the context (Harris et al., 2014).
However, the authors readily acknowledge that content and context exert an important influence
on learning outcomes but suggest that without intentional and engaging instructional delivery
this influence can be substantially weakened (Merrill, 2002; Reiser & Dempsey, 2012;
Vygotsky, 1978). No comparison group was used for this study, so the researchers were not able
to measure how the content and context of the 9 Skills training may have impacted study results.
These factors may affect the learning outcomes shown in the study and indicate the need for
comparative designs in future research on these topics.
Another limitation of this current study is the self-report nature of the survey instrument. Selfreport can provide both advantages and disadvantages in conducting research. Advantages
include the ease and lack of expense associated with conducting research, as well as the ability to
assess individual perceptions about certain constructs and variables, while disadvantages include
multiple cognitive and situational internal validity issues such as history, selection, and response
bias (McDonald, 2008). Additionally, external validity issues also exist. Therefore, the results
in this study, as with most exploratory studies, must be interpreted with caution. Finally, as
reported above, it is difficult to parse out the specific influence of content, context, and pedagogy
in determining reported relationship education outcomes, such as the 9 Skills program. Future
research will need to include a design that allows for these three variables to be measured
separately. One potential way to separate pedagogy from content and context would be to
measure critical thinking skills gained through the use of the AIAI-FTFD model.
Conclusions
The current research study serves as an ongoing attempt to explore the AIAI-FTFD teaching
model and how it can be used to foster change in an instructional setting. The results of this
study provide initial quantitative evidence that the AIAI-FTFD teaching model facilitates change
in cognitive, emotional, and behavioral learning outcomes for those who participated in the
study. Educators can use the AIAI-FTFD teaching model to help design, implement, and
evaluate programming to intentionally pursue instruction that is effective in a relationship
education environment. In Extension learning environments, the AIAI-FTFD model may prove
useful in planning workshops or multiweek trainings on topics such as parent education, family
services, or marriage education as shown in its application with the 9 Skills curriculum. The
model lends itself to creating focused lessons with clear objectives that the instructor can
communicate in an engaging manner to facilitate lasting learning. For family and consumer
science instructors, the AIAI-FTFD method provides an engaging framework for teachers to
design lessons that connect with students and solidify the application of the content being taught,
which is especially relevant for family and consumer science teachers who are potentially
preparing students for future human services positions and professional careers. The AIAIFTFD model provides both a conceptual map and a guiding outline for instructors to easily plan
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how to deliver content in a variety of settings to any group of learners. This adaptable,
comprehensive design allows for the AIAI-FTFD model to serve as an additional method and
tool in the toolbox that educators can use in a teaching environment to facilitate change.
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Then and Now: Examining Memories of Pediatric Experiences
and Their Influence on Opinions about Healthcare as an Adult
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Children use their memories of healthcare experiences to navigate subsequent
visits. The purpose of this exploratory study was to examine young adults’ (N =
343) memories of childhood medical experiences, how support from parents and
the medical team influenced these memories, and how memories of pediatric
experiences influence opinions about healthcare as an adult. The participants
remembered having mild anxiety about childhood medical visits, feeling parents
and the medical team were helpful with coping, and thinking the medical staff
were supportive/friendly. Participants remembered having a relationship with
their healthcare providers and the healthcare providers communicating with them
as a child. The adults reported their current opinion and healthcare use was
influenced by childhood healthcare experiences. These findings highlight the
importance of parents and the medical team during pediatric healthcare visits.
Also, visits during childhood were found to influence use of healthcare as an
adult, highlighting the need for positive pediatric experiences, both at the doctor
and dentist.
Key Words: memories, pediatric visits, parents, medical team
During medical and dental experiences, children are vulnerable to stress and fear (Berge,
Veerkamp, & Hoogstraten, 2002; Salmela, Salantera, & Aronen, 2010). Vulnerability can lead
to an increase in emotions which can influence the way a person perceives an experience and his
or her memory of it (LeBlanc, McConnell, & Monteiro, 2015). For example, memories about
medical experiences that involve pain tend to be negatively exaggerated by children (Chen,
Zeltzer, Craske, & Katz, 2000; Noel, McMurtry, Chambers, & McGrath, 2010).
Understanding children’s memories of medical experiences is important because there is
evidence that children take these memories and utilize them when undergoing future experiences
Direct correspondence to Sherwood Burns-Nader at sburns@ches.ua.edu
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both at the doctor (Cohen et al., 2001; Noel, Chambers, McGrath, Klein, & Stewart, 2012) and
dentist (Versloot, Veerkamp, & Hoogstraten, 2008). Chen et al. (2000) found that children who
emphasized negative memories of a lumbar puncture were more likely to have heightened
distress during subsequent lumbar punctures. Similarly, Versloot et al. (2008) found that
children who reported feeling a high level of pain during a dental procedure were more likely to
report subsequent dental visits as more painful. Furthermore, fears that develop during
childhood may continue into adulthood. For example, fear experienced as a child during medical
experiences has been found to increase avoidance of healthcare as an adult (Pate, Blount, Cohen,
& Smith, 1996).
The presence of anxiety impacts what a person attends to, what he or she remembers, and his or
her decision making about an experience (LeBlanc, McConnell, & Monteiro, 2015). In addition,
children who display anxiety may store and access information selectively (Noel et al., 2012).
Children are vulnerable to anxiety during medical visits, and such vulnerability may influence
children’s memories about medical visits. For example, children lacking parental engagement
are less accurate in their recall of a medical procedure (Chae et al., 2014). Because anxiety has
the potential to influence children’s memories of medical experiences, such findings highlight
the importance of minimizing anxiety and increasing coping in pediatric patients.
Adults, such as parents and the medical team, are helpful in minimizing anxiety and promoting
coping in children undergoing medical experiences (Burns-Nader, Hernandez-Reif, & Porter,
2014; Pate et al., 1996). The presence of supportive parents has been found to decrease
children’s anxiety associated with medical experiences (Burns-Nader et al., 2014; Chae et al.,
2014). In addition, support from the medical team positively influences children’s memory of
medical procedures (Noel et al., 2010). According to the information processing theory, children
are active agents in their world, and in the face of problems, children either attempt new or use
familiar, successful techniques (Thompson, 2009). However, in social settings, stress can be
introduced which can make it difficult for children to process a situation and implement problem
solving (Thompson, 2009). If this happens in the medical setting, parents and the medical staff
may help to provide support and information to facilitate problem solving in children
(Thompson, 2009). This, in turn, can enhance coping.
A review of the literature highlights that avoidance of healthcare as an adult can be related to a
range of variables, including emotions (McCambridge & Consedine, 2014), trust in healthcare
providers (McDowell, 2013), and demographics (Do et al., 2010). Furthermore, a recent study
found healthcare avoidance as an adult to be related to previous healthcare interactions
(McDowell, 2013). The affect heuristic theory suggests that affect drives one’s use of healthcare
(McCambridge & Consedine, 2014; Slovic, Peters, Finucane, & MacGregor, 2005). For
example, the affective impression of fear is thought to increase avoidance of healthcare in some
adults (Consedine, Magai, Krivoshekova, Ryzewicz, & Neugut, 2004). Children are vulnerable
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to emotions and pain during medical experiences (Salmela et al., 2010). This raises the question
of whether pediatric experiences influence use of healthcare as an adult. Only one study to date
has examined the relationship of pediatric memories and adult healthcare use (Pate et al., 1996).
It found adults who remembered pediatric experiences as painful were more likely to avoid
healthcare as an adult (Pate et al., 1996). Additional research is needed to further understand the
relationship between pediatric experiences and adult use of healthcare.
Previous research on children’s memories of medical and dental experiences has been limited to
cross-sectional designs, longitudinal designs with short time intervals, and potentially biased
designs (i.e., parent reports) (Berge et al., 2002; Chae et al., 2014; Noel et al., 2010; Versloot et
al., 2008). A gap in the literature exists for examining how adults recall their medical
experiences as a child and how parents and the medical team relate to such memories. The
purpose of this study was to examine adults’ memories of childhood medical experiences,
including memories of parent and medical team influence during these experiences. A second
objective was to explore the relationship between adults’ childhood medical memories and adult
healthcare opinions. It was hypothesized that some anxiety would be remembered regarding
medical visits as a child and that parents and the medical team would be remembered as being
helpful during medical visits. In addition, it was hypothesized that adults’ memories of
childhood medical and dental experiences would influence their opinion of healthcare as an
adult.
Method
Participants
Participants were 294 female and 49 male undergraduate students enrolled in a human
development course. The participants ranged in age from 19 to 44 (M = 20.35, SD = 2.72).
Seventy-seven percent (n = 264) were White, 16% (n = 54) were Black, 4% (n = 13) were Asian,
2% (n = 7) were Hispanic, and 1% (n = 3) were other. For family annual income, 70% (n = 240)
were from middle to upper middle income households, 17% (n = 59) were from high income
households, and 12% (n = 41) were from low to lower middle income households (1% (n = 3)
was missing data). Of the adults surveyed, 185 (54%) were hospitalized at least once as a child,
and 46 (13%) were diagnosed with a chronic illness as a child.
Procedure
Following Institutional Review Board approval, the study was conducted at a large public
university in the Southeast region of the United States at the beginning of a fall semester. Seven
instructors in the Department of Human Development and Family Studies were selected and
contacted via email to ask for permission to use their class for data collection purposes. These
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classes were chosen because of their large enrollment, increasing the potential for representation
of a variety of students. Five instructors agreed to allow class time for data collection.
During recruitment, the researchers attended the class at a time convenient for the instructor and
briefly explained the purpose of the study. To be eligible to participate in the study, a person had
to be enrolled in the course and be 19 years or older in age. Participants completed a consent
form and a survey. After completing the survey, consent forms and surveys were separated so
that no identifiable information was connected to the survey. Surveys were distributed to 475
adults. The data were entered into Statistical Package for the Social Science (SPSS) software
and were cleaned, excluding respondents who were not 19 or older or who failed to answer a
majority of the questions. Of the 475 distributed surveys, 343 (72%) surveys were completed
and included.
Measures
Demographics. Background demographics were collected through five questions that gathered
information on the participant’s age, gender, race, family income, and location of living as a
child. Two additional questions gathered information on the number of hospitalizations
experienced as a child and diagnosis of a chronic condition as a child.
Memories of Pediatric Healthcare Survey. For the purpose of this study, a questionnaire was
designed to examine what adults remembered about their childhood medical visits. In particular,
anxiety about medical visits, support from parents and the medical team, and influence of
pediatric experiences on opinions of healthcare as an adult were topics of interest. Questions
were created based on the concepts that children are vulnerable to anxiety during healthcare
visits (Berge et al., 2002; Salmela et al., 2010), children respond similarly to parents during
medical visits (Burns-Nader et al., 2014; Chae et al., 2014), supportive medical teams decrease
anxiety (Noel et al., 2010), and memories of healthcare visits influence subsequent visits (Cohen
et al., 2001; Noel, et al., 2012; Versloot et al., 2008). Because they can be very different
experiences, doctor visits and dental visits received separate questions. A copy of the survey can
be obtained by contacting the first author.
Descriptive questions were included to gather information on what pediatric healthcare
experiences looked like for the participants. These included gathering information on the use of
primary physician, location of pediatric services, typical reason for attending doctor’s visits,
frequency of physicals, use of a primary dentist, location of dental services, typical reason for
attending dental visits, and frequency of teeth cleanings as a child.
Anxiety as a child about doctor visits was assessed with the following questions: “Which best
describes how you felt about the doctor’s visit? Select one of the following” and “On a scale of
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1 to 5, typically, how anxious were you to go to the doctor? Not anxious at all (1) to extremely
anxious (5).” Using Cronbach’s alpha, the internal consistency of the composite of these two
questions was 0.72. Anxiety about dentist visits as a child was assessed with “On a scale from 1
(not anxious at all) to 5 (extremely anxious), typically, how anxious were you to go to the dentist
as a child?”
The survey included questions about parents and their influence on pediatric memories.
Questions asked about parents’ attitude concerning doctors as a child and whether their attitude
influenced opinions of healthcare as a child. The same questions were posed for dental visits. In
addition, children were asked to rate what made experiences better at the doctor and dentist on a
scale of 1 to 5, with parents and medical staff personality included to evaluate how helpful adults
remembered these support systems during medical experiences. Questions about medical team
members included assessing if adults remembered having a relationship and communicating with
their doctors and dentists as children. Questions about opinions on healthcare as an adult
assessed whether current opinions of doctors and dentists were influenced by childhood
experiences and if childhood experiences influence use of doctors and dentists as an adult.
This survey was part of the exploratory research design. There is currently little previous
research on the topic of this study. Exploratory research is designed to gain more information
about the nature of something or explore research questions of interest when little is known
(Singh, 2007). Therefore, this survey was designed to assess pediatric experiences for the
purpose of gaining more information on this subject. Internal consistency was found on
questions regarding anxiety about doctor’s visits. However, the validity and reliability of the
survey needs further exploration.
Data Analyses
Using SPSS, descriptive statistics, including frequencies and means, were calculated on
demographic information and participants’ responses to the survey questions.
Results
Description of Visits
The majority of the adults remembered using a primary physician (n = 325, 95%), receiving
services at a pediatric office (n = 245, 71%), and going to the doctor for ill or well check-ups at
least once a year (n = 250, 73%). During dental visits, the majority of the adults remembered
having a primary dentist (n = 293, 85%) and receiving services at a family dentist for a routine
cleaning twice a year (n = 210, 61%) (see Table 1).
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Table 1. Participants’ Description of Pediatric Experiences (N = 343)
n
As a child, did you have a primary physician?
Yes
325
No
17
Missing
1
Where did you typically receive pediatric services?
Pediatrician
245
Family Physician
80
Urgent Care
9
Health Department
4
Emergency Room
2
Missing
3
What was the typical reason you remember for going to the doctor as a child?
Ill Check-ups
113
Well Check-ups/Physicals
196
Immunizations
24
Prescription Refill
4
Missing
6
As a child, how often did you have a check-up/physical?
Never
13
Every Few Years
76
Every Year
250
Missing
4
As a child, where did you typically receive dental services?
Pediatric Dentist
94
Family Dentist
246
Emergency Room
2
Missing
1
Over your childhood years, did you have a primary dentist?
Yes
293
No
50
What was the typical reason you remember for going to the dentist as a child?
Bi-annual Cleaning
310
Dental Treatment
22
Orthodontic Referral
9
Missing
2
As a child, how often did you have a teeth cleaning?
Never
8
Every Few Years
30
Every Year
95
Twice A Year
210
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%
95
5
0
71
23
3
1
1
1
33
57
7
1
2
4
22
73
1

27
72
1
0
85
15
90
6
3
1
2
9
28
61
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Anxiety about Visits
Participants were asked to select one word from a list that best described their feelings about
doctors’ visits as a child. A majority of the participants (n = 190, 55%) selected neutral. See
Table 2 for a complete list of responses. On a scale from not anxious at all (1) to extremely
anxious (5), the adults remembered being a little anxious about doctors’ visits as a child (M =
2.30, SD = 1.09). A majority of the adults (n = 258, 75%) remembered that needles and shots
were the scariest thing about going to the doctor as a child, with others reporting the atmosphere
(n = 32, 9%), other children crying (n = 22, 6%), medical tools (n = 15, 4%), separation from
parents (n = 9, 3%), and medical staff (n = 6, 2%) as being scary.
Examining memories of dental visits, on a scale from not anxious at all (1) to extremely anxious
(5), the adults remembered being a little anxious about dental visits as a child (M = 2.31, SD =
1.23). A majority of the adults (n = 224, 65%) remembered that the tools and shots were the
scariest thing about going to the dentist as a child, with others reporting the noises (n = 34, 10%),
fluoride (n = 30, 8%), atmosphere (n = 12, 4%), X-rays (n = 12, 4%), separation from parents (n
= 11, 3%), medical staff (n = 10, 3%), and other children crying (n = 7, 2%) as being scary (see
Table 2).
Parents and the Medical Team
Ninety-five percent (n = 325) of the adults remembered their parents taking them to medical
appointments as a child, with the remaining reporting that grandparents or other adults took them
to appointments. Participants reported the accompanying adults to be extremely helpful (n =
140, 41%), very helpful (n = 125, 37%), helpful (n = 59, 17%), a little helpful (n = 15, 4%), or
not helpful (n = 4, 1%) in minimizing anxiety. On a scale from very negative (1) to very positive
(5), the adults remembered their parents having a positive opinion of the doctor as a child (M =
4.17, SD = 0.76), and 177 (52%) said their parents’ opinion of the doctor influenced their opinion
about the doctor as a child. On a scale from very negative (1) to very positive (5), the adults
remembered their parents having a positive opinion of the dentist as a child (M = 4.05, SD =
0.88), and 175 (51%) said their parents’ opinion of the dentist influenced their opinion about the
dentist as a child.
When asked to select one word from a list that best described their feelings about the medical
staff, a majority of the adults selected supportive/friendly for both the medical (n = 218, 64%)
and dental staff (n = 127, 37%) (see Table 2). Eighty-six percent of the participants (n = 294)
reported feeling like they had a relationship with the doctor(s) they saw as a child, with 87% (n =
298) reporting they remembered the doctor(s) explaining what was happening during the
doctor’s visits. Seventy-four percent of the participants (n = 254) reported feeling like they had a
relationship with their dentist they saw as a child, with 78% (n = 266) reporting they
remembered their dentist explaining what was happening during the dental visits.
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Table 2. Participants’ Responses about Doctor and Dental Visits (N = 343)
Feelings about Doctors’ Visits as a Child
Neutral
Anxious
Dreadful/Fearful
Happy
Excited
Missing
Feelings about Medical Staff as a Child
Supportive/Friendly
Neutral
Love
Intimidation/Fear
Hate
Missing
Scariest Thing about a Doctor’s Visit
Needles and Shots
Atmosphere
Other Children Crying
Medical Tools
Separation from Parents
Medical Staff
Missing
Feelings about Dental Staff as a Child
Supportive/friendly
Neutral
Intimidation/fear
Love
Hate
Missing
Scariest Thing about a Dentist Visit
Tools and Shots
Noises
Fluoride
Atmosphere
X-rays
Separation from Parents
Medical Staff
Crying
Missing
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%

190
78
42
23
8
2

55
23
12
7
2
1

218
58
31
26
7
3

64
17
9
8
2
1

258
32
22
15
9
6
1

75
9
6
4
3
2
1

127
97
53
30
30
6

37
28
15
9
9
2

224
34
30
12
12
11
10
7
3

65
10
8
4
4
3
3
2
1
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The ranked order from most helpful to least helpful coping sources at the doctor’s office as a
child was parents (M = 2.02, SD = 1.28), medical staff ( M = 2.66, SD = 1.22), child friendly
environment (M = 3.0, SD = 1.5), explanations of happenings (M = 3.11, SD = 1.36), and bribery
(M = 3.84, SD = 1.50). The ranked order from most helpful to least helpful coping sources at the
dental office as a child was parents (M = 2.84, SD = 1.79), medical staff (M = 2.97, SD = 1.43),
distractions from noise (M = 3.29, SD = 1.74), child friendly environment (M = 3.44, SD = 1.47),
explanations of happenings (M = 3.57, SD = 1.59), and bribery (M = 4.40, SD = 1.47).
Adulthood Healthcare Experiences
Sixty-nine percent (n = 235) of the adults said that their current opinion of the doctor is
influenced by childhood experiences, and 57% (n = 195) said their memories of childhood
medical experiences influence their decision to seek medical treatment as an adult. Of these 195,
157 (n = 81%) said it makes them more likely to seek medical treatment. For dental visits, 65%
(n = 222) said that their current opinion of the dentist is influenced by childhood experiences,
and 64% (n = 218) said their memories of childhood dental experiences influence their decision
to seek dental treatment as an adult. Of these 218, 179 (n = 82%) reported that such memories
make them more likely to seek dental treatment.
Discussion
This exploratory study examined adults’ memories of doctor and dental visits during childhood
and how support from parents and the medical team impacted such memories. Summarizing
their responses, the adults remembered having just a little anxiety about doctor and dental visits
as a child. They described their feelings as a child about the medical teams as positive. Also,
adults remembered parents and the medical team being influential in their coping during medical
visits.
According to memory, needles/shots were the scariest things about childhood medical visits.
This is not surprising because one of the most feared and painful experiences reported by
children is having a needle procedure (Taddio et al., 2010). In addition, the adults remembered
tools and shots to be the scariest things about dental visits. Similarly, a previous study found the
presence of needles and getting shots to be the top sources of anxiety for children at the dentist
(Erten, Akarslan, & Bodrumlu, 2006). These findings suggest that shots and aspects of the
environment, such as the presence of needles, are remembered as scary over time. Considering
ways to minimize negative impressions, such as fear of objects, is important because such
impressions may impact what a child attends to and remembers. Future studies could examine
how the use of interventions, such as preparation for procedures, influence children’s memories
of medical visits, both short-term and long-term.
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Next, the current study examined how adults remembered support from parents and the medical
team during childhood doctor and dental visits. The findings suggest that parents are typically
the adult accompanying children to medical appointments and that they are helpful in
minimizing anxiety during the appointments. Overall, the participants’ responses continuously
suggested that support from parents and the medical team was important.
In the current study, the majority of the adults remembered their parents’ attitudes influencing
their opinion of the doctor and dentist. This suggests that parents help shape children’s medical
experiences and memories of them. This could be due to the concept that children seek guidance
from adults on how to respond to threatening or unfamiliar experiences. For example, children
display a similar level of anxiety as parents at medical visits (Townsend, Dimigen, & Fung,
2000). In addition, some children, particularly younger children, have limited coping skills to
handle stressful situations, such as medical visits (Hodgins & Lander, 1997). Therefore, parents
can offer support and opportunities for coping by stepping in and addressing any concerns or
anxieties that children display. For example, providing information (Beyer, 2008; Hatava,
Olsson, & Lagerkranswer, 2000), offering reassurance (Zhou, Cameron, Forbes, & Humphris,
2011), and utilizing distraction techniques (Sparks, 2001) have been found to strengthen coping
during medical visits. Such techniques by parents or the medical team help children successfully
process cognitive and sensory information in the presence of the potential stress, enhancing their
ability to navigate the situation (Thompson, 2009).
There are many ways that parents can help promote a positive experience. For one, it is
important that parents display as minimal anxiety as possible because children are receptive to
their anxiety (Townsend et al., 2000). Parents can also talk to their children about upcoming
medical visits. For example, Beyer (2008) found that parents’ talking to their child about an
upcoming dental visit helped the child understand and remember the events of the dental visit.
Parents can offer support through information, comfort measures, or distraction. In distraction,
adults help focus children’s attention on the context of the environment, helping them to recall
the event in more detail with less focus on the anxiety and pain associated with a visit (i.e., a
more optimal memory) (Noel et al., 2010). If parents are unsure of how to support children
during healthcare visits, members of the medical team, such as a nurse or child life specialist, can
provide parents with information and resources on such support.
Finally, in regard to support, the adults in the current study highlighted the importance of the
medical team for children experiencing a doctor or dentist visit. The adults remembered the
medical staff as being the second most helpful source of coping during both doctor and dentist
visits. It seems the adults remember valuing a relationship with their childhood doctor, and this
relationship positively affected anxiety about doctor visits. A majority of the adults remembered
their doctors and dentists communicating by explaining aspects of the visit, such as procedures,
to them. In other studies, the presence of information from the medical team has been found to
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be related to anxiety and emotions displayed during visits (Kain et al., 1998; Li, Lopez, & Lee,
2007). Such findings imply the need for the medical team to recognize the importance of
relationships and communication skills in promoting optimal experiences for pediatric patients.
The current study examined the influence of pediatric memories on opinions of healthcare as an
adult. Healthcare avoidance as an adult is related to the quality of previous experiences
(McDowell, 2013). However, little is known about the relationship of pediatric experiences and
adult use of healthcare. To date, one study has surveyed adults about their childhood
experiences and how such experiences relate to their use of healthcare as adults. Pate et al.
(1996) surveyed young adults and found that fear, pain, and coping experienced in medical visits
as a child predicted fear, pain, and coping as an adult. In addition, it was found that fear about
medical visits as a child predicted avoidance of healthcare as an adult (Pate et al., 1996). The
adults in the current study noted that their childhood healthcare experiences influenced their
opinion of doctors and dentists as an adult. Also, pediatric experiences influenced their decision
to seek both doctor and dental treatment as an adult. These findings indicate that childhood
healthcare experiences may influence opinions about healthcare even into adulthood.
This study has limitations. For one, memories reported may be influenced by emotions and may
not be an accurate memory of the actual events. Adults’ memories of childhood experiences
may be influenced by medical experiences during adulthood. In addition, participants’ memories
may have deteriorated over time making it difficult to recall the actual events that took place
during childhood, influencing the accuracy of the results. The participants were asked to
consider their entire childhood, and healthcare experiences may have a large variance across
different ages, further influencing the accuracy of the results. The findings are also limited in
their generalizability. A majority of the participants were female, Caucasian, and from middle to
upper middle class backgrounds, and all had access to higher education. The study should be
replicated and include a more representative sample to increase generalizability of the findings.
Next, information about the frequency of childhood medical visits or general health status as a
child were not gathered. Results regarding anxiety and feelings about doctor’s visits could be
impacted by such variables, and future studies should gather information to control for their
influence. Additionally, corroborating information regarding the participants’ use of healthcare
as an adult was not gathered. Therefore, findings regarding the relationship between childhood
memories and adult use of healthcare should be interpreted with caution, and a future study
should further investigate this relationship. Finally, the reliability and validity of the survey is a
limitation worth noting and should be further explored in a future study.
Implications for Practice
The findings of this study have several important implications. For one, the adults remembered
their parents and the medical team as being influential in their coping during childhood
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experiences and their opinion of healthcare visits. Such findings imply the importance of
providing children with support during healthcare visits. Children look to parents for how to
respond during medical appointments. Therefore, parents need to understand their role in these
visits and be provided with tools to help their children cope with such visits. The medical team,
such as a nurse or a child life specialist, can provide information to parents on how to distract
children during procedures and the importance of effective communication. By empowering
parents, children’s medical experiences can be improved. In addition, adults recognized that
having a relationship and gaining information from the doctor and dentist made the experience
more positive. They also remembered the medical team communicating with them. These
findings suggest the importance of the medical team developing a relationship with patients and
providing information to and open communication with patients. Finally, the findings showed
that pediatric experiences influenced adults’ opinions of healthcare and decisions to seek
healthcare as adults. These findings suggests the importance of promoting positive pediatric
experiences because memories of these experiences can influence healthcare opinions even into
adulthood.
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The Effects of Leader-Member Exchanges on the
Relationships Between Extension Agents
and County Extension Directors in Florida
Matt Benge
Amy Harder
University of Florida
The relationship between a supervisor and employee has a direct effect on the
employee’s job satisfaction, work productivity, and efficiency. Understanding the
interactions between Extension agents and County Extension Directors is critical
to maintaining positive relationships and providing adequate support to
Extension supervisors through professional development and training
opportunities. This article examined the dyadic relationships between Extension
agents and County Extension Directors in Florida. The majority of Florida
Extension agents have high-quality relationship with their County Extension
Directors. In addition, over half of relationships of five years or less are in the
partner phase, suggesting new employees of the Florida Cooperative Extension
Service progress through the leadership making process in a relatively short
amount of time. UF/IFAS Extension Administration should provide increased
leadership training for County Extension Directors to ensure all dyads progress
through the leadership-making process to the partner phase, such as relationship
building, and management and supervisory training.
Keywords: Extension, job satisfaction, leader-member exchanges, relationships,
supervisors
Introduction
Extension agents carry out the mission of the Cooperative Extension Service at the county level.
Providing valuable knowledge and skills to clientele, Extension agents take the research
conducted at a land-grant university and create educational programs in program areas such as
4-H youth development, agriculture, horticulture, natural resources, families, and communities.
The educational programs of Extension are research-based and teach people to identify
problems, analyze information, decide among alternative courses of action for dealing with those
problems, and locate the resources to accomplish the preferred course of action (Rasmussen,
1989; Seevers, Graham, Gamon, & Conklin, 1997).
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County Extension Directors (CEDs) serve as the administrative leaders of the county Extension
offices in Florida. CEDs are Extension agents who have a split appointment between their
educational programming and administrative duties. CEDs perform administrative functions
such as developing and evaluating county Extension programs, coordinating personnel functions,
serving as the link between the county Extension office and upper-level Extension
administration, communicating and maintaining relationships with county stakeholders,
providing leadership and mentorship to the Extension agents in their office, and administering
performance reviews to Extension agents in their county Extension office (Elizer, 2011;
Radhakrishna, Yoder, & Baggett, 1994).
The relationship between a CED and an Extension agent is dynamic and multidimensional,
serving in both a supervisory and collegial capacity. A positive working relationship between a
CED and an Extension agent increases the success of Extension programming and performance,
job satisfaction, and retention (Elizer, 2011; Owen, 2004). Negative interaction and trust
between employers and employees are factors that can lead to premature turnover and Extension
agent burnout (Branham, 2005; Safrit & Owen, 2010). Coomber and Barriball (2007) explained
the leadership of an employer positively influences the job satisfaction of the employee.
Cooperative Extension must focus on high-quality interactions between Extension agents and
their supervisors (Borr & Young, 2010). Safrit and Owen (2010) stated, “Extension supervisors
must also dedicate individual time and energies to better understand each individual county
program professional to support him or her in developing and sustaining a workplace
environment within which she or he thrives and succeeds” (para 15). Understanding the
interactions between Extension agents and CEDs is critical to maintaining positive relationships
and providing adequate support to Extension supervisors through professional development and
training opportunities.
Extension agents face many challenges, such as burnout, long hours, increased workloads,
unrealistic expectations, lack of resources, and supervision (Bradley, Driscoll, & Bardon, 2012;
Ensle, 2005; Peters, Zvonkovic, & Bowman, 2008). Burnout and turnover of Extension agents
are significant problems for the Extension organization, leading to a loss of knowledge,
experience, community relationships, educational programming, and volunteers (Arnold, 2008;
Bradley et al., 2012; Ensle, 2005; Strong & Harder, 2009). The turnover rate for UF/IFAS
Extension is more than twice that of the national public workforce average. According to the
Bureau of Labor Statistics, the national turnover rate is 3.7% (Bureau of Labor Statistics, 2015)
when compared to 8.7% of for Florida Extension agents (T. Obreza, personal communication,
February 3, 2015). In addition, turnover intentions of employees yield a decrease in work
productivity, output, and efficiency (Dulebohn, Bommer, Liden, Brouer, & Ferris, 2012; Liden
& Maslyn, 1998).
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The relationship between a supervisor and his/her employee has a direct effect on the employee’s
level of job satisfaction and decision whether or not to remain in the organization (Guinot,
Gomez, & Puig, 2014). Positive relationships between supervisors and employees increase
employee job satisfaction and work productivity, whereas negative relationships yield the
opposite (Castillo & Cano, 2004; Cumbey & Alexander, 1998; Dulebohn et al., 2012; Thobega,
2007). Clemens, Milsom, and Cashwell (2009) determined high-quality relationships between
principals and school counselors were positively correlated to increased job satisfaction, more
decision sharing, increased program implementation, and lower turnover intentions.
High-quality relationships between supervisors and employers also lead to increased
communication, exchanges of ideas, and fairness. Lee (2001) examined the quality of leader
member exchanges in the work group and determined low-quality work relationships between
supervisors and employees resulted in decreased job performance, communication, and fairness
than the high-quality relationships. Mayfield and Mayfield’s (2009) study confirmed positive
communication between the leader and member influences positive leader-member exchanges,
recommending supervisors participate in communication and relationship-building training.
The process of building relationships is dyadic in nature, requiring effort on both the supervisor
and employee (Maslyn & Uhl-Bien, 2001). The quality of work relationship increases when
both the supervisor and employee initiate effort, strengthening the quality of interaction. In
addition, the increase in effort by one member positively impacts the effort of the other. The
amount of effort each provides affects the respect that is present in the relationship. Maslyn and
Uhl-Bien (2001) stated, “respect is greater when individuals see effort on the part of the dyad
partner, but if they have to work too hard to develop the relationship, they have less respect for
the other person” (p. 706). Liden and Maslyn (1998) explained professional respect is a
significantly related to high-quality relationships, job satisfaction, and employee turnover.
Theoretical Framework
The theoretical framework for this study was Graen and Uhl-Bien’s (1995) Leader-Member
Exchange Theory. Many leadership theories emphasize leadership from one point of view,
either the leader, the follower, or the context. Leader-Member Exchange Theory explains
leadership as “a process that is centered on the interactions between leaders and followers”
(Northouse, 2007, p. 151). Leader-Member Exchange Theory is unique because it allows for an
interaction between participants, as well as incorporates a change in interaction over time from
transaction to transformation (Graen & Uhl-Bien, 1995).
Leader-Member Exchange (LMX) Theory is a relationship-based approach that explains
leadership as an interaction between both the leader and follower (Uhl-Bien, 2006). Leadership
from this approach is characterized by trust, respect, and mutual obligation that generate
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influence between parties. Building strong relationships, mutual learning, and teamwork are
behaviors that constitute relationship-based leadership (Graen & Uhl-Bien, 1995). Leadermember exchanges with high-quality interactions yield less employee turnover, more positive
performance evaluations, greater organizational commitment, more attention and support from
the leader, and greater participation. In contrast, low-quality interactions between leaders and
members yield minimal communication and less influence, confidence, and concern from the
leader (Graen & Uhl-Bien, 1995; Liden, Wayne, & Stilwell, 1993).
Graen and Uhl-Bien (1995) postulated leadership making occurs in three stages over time: (a) the
stranger phase, (b) the acquaintance phase, and (c) the partner phase (see Figure 1). The goal of
leader-member exchanges is to allow dyads to move from the stranger to partner phase over a
span of time. Each phase is characterized by specific roles, influences, exchanges, and interests.
All interactions begin in the first phase and over time should develop into reciprocal interactions
forming a mature relationship (Graen & Uhl-Bien, 1995; Northouse, 2007).
Figure 1. Phases in Leadership Making (Graen & Uhl-Bien, 1995)
Phase 1
Stranger

Phase 2
Acquaintance

Phase 3
Partner

Roles

Scripted

Tested

Negotiated

Influences

One way

Mixed

Reciprocal

Exchanges

Low quality

Medium Quality

High Quality

Time

Stranger Phase
The stranger phase is characterized by rule-bound interactions between the leader and member
(Northouse, 2007). Leader-member interactions occur on a formal basis, are lower-quality
exchanges, and are purely contractual. In this respect, “leaders provide followers only with what
they need to perform, and followers behave only as required and do only their prescribed job”
(Graen & Uhl-Bien, 1995, p. 230). Northouse (2007) additionally explained members’ actions
are directed by their own self-interest rather than that of the group or the organization. Some
dyads do not advance past the stranger phase. Over time, the leadership process becomes
nonexistent as exchanges between the leader and member are limited and usually occur in a
contractual nature (Graen & Uhl-Bien, 1995).
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Acquaintance Phase
The acquaintance phase is marked by an improved professional relationship involving careeroriented exchanges. Both personal and work-related exchanges occur between the leader and
member, including both contractual and in-kind interactions. Contractual exchanges begin to
decrease, roles begin to be redefined, and new ways of relating to each other begin to happen
(Graen & Uhl-Bien, 1995). It is a period where both the leader and member test each other and
assess “whether the subordinate is interested in taking on more roles and responsibilities and to
assess whether the leader is willing to provide new challenges for subordinates” (Northouse,
2007, p. 156). Leaders and members begin to focus less on their self-interests and begin to align
themselves with the mission of the group and organization. The acquaintance phase is a critical
stage in the leadership-making process. The dyads that do not develop into mature relationships
will devolve back to the stranger phase rather than progressing to the partner phase (Graen &
Uhl-Bien, 1995).
Partner Phase
During the partner phase, a leader and member experience mutual trust, respect, and obligation
(Graen & Uhl-Bien, 1995). The relationship between the leader and member has become mature
with high-quality interactions. Loyalty and support are reciprocated between one another, where
leaders and members depend on each other for favors. During this stage, both leaders and
members maintain a mature relationship producing beneficial and positive outcomes for the
group and the organization. According to Northouse (2007), “partnerships are transformational
in that they assist leaders and followers in moving beyond their own self-interests to accomplish
the greater good of the team and organization” (p. 157).
Purpose and Objectives
The purpose of the study was to understand the dyadic relationships between Extension agents
and Extension supervisors in Florida. The objective of the study was to describe the level of
leader-member exchanges between Extension agents and CEDs based on participant
demographics.
Methods
The findings presented in this article are part of a larger study investigating the relationships
between Extension agents and County Extension Directors in Florida. A census was conducted
of county Extension agents. The population of interest for this study was Florida extension
agents who were not County Extension Directors or Regional Specialized Agents (RSAs). RSAs
were removed from the population of interest because they report to a state administrator rather

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 5, Number 1, 2017

Volume 5, Number 1, 2017

Full Issue, Volume 5, Number 1

43

Effects of Leader-Member Exchanges

40

than a CED. A list of current Florida Extension agents (N = 351) was obtained from the Florida
Extension County Operations office. The target population (N = 274) was achieved after
removing the researcher, CEDs, and RSAs from the list.
The section of the instrument pertaining to this study included the seven questions from the
LMX-7 Scale and eleven demographic questions. The LMX-7 is a seven-item questionnaire
which determines the phase of leadership making between a supervisor and his/her subordinate
(Maslyn & Uhl-Bien, 2001). Some of the items were reworded to better fit Cooperative
Extension and because they were double-barreled. Some of the scales were adjusted to more
accurately reflect the updated items. Four different Likert-type scales were provided, and one of
the scales was used for four different items. Respondents indicated their responses on a Likerttype scale of one to five (1 = Rarely, 2 = Occasionally, 3 = Sometimes, 4 = Fairly often, 5 = Very
often), (1 = Not a bit, 2 = A little, 3 = A fair amount, 4 = Quite a bit, 5 = A great deal), (1 =
Strongly disagree, 2 = Disagree, 3 = Neither agree nor disagree, 4 = Agree, 5 = Strongly agree),
and (1 = Extremely ineffective, 2 = Worse than average, 3 = Average, 4 = Better than average, 5
= Extremely effective). Maslyn and Uhl-Bien (2001) reported the LMX-7 Questionnaire is a
valid instrument for assessing the working relationship between a supervisor and his/her
subordinate with a Cronbach’s alpha of .90 (Cronbach, 1951).
Prior to conducting the study, the questionnaire was reviewed and assessed by a panel of experts
who evaluated the instrument for construct and face validity. The panel consisted of county and
state Extension faculty from the University of Florida. The job satisfaction survey was pilottested prior to administering the survey to Florida Extension agents. The pilot study included 40
Extension professionals in the program areas of agriculture, natural resources, family and
consumer sciences, and 4-H youth development. Extension agents were from the state Extension
systems of Kentucky, Louisiana, Georgia, New Mexico, Washington, Utah, Arizona, Ohio,
Oklahoma, Maryland, Nebraska, and Texas. Twenty-four of the 40 individuals completed the
pilot, resulting in a 60% response rate, with a Cronbach’s alpha of .94.
Approval from the University of Florida’s Institutional Review Board (IRB) was acquired. The
Tailored Design Method (TDM) was followed because the method yields high response rates,
reduces sampling error, develops trust with the respondents, and allows the researcher to follow
survey procedures that are scientifically founded (Dillman, Smyth, & Christian, 2009). A total
of 274 online questionnaires were sent to the population via Qualtrics to Florida Extension
agents. One hundred eighty-seven questionnaires were completed for an overall response rate of
68% (n = 187). Other studies using Florida Extension agents as the target population reported
similar responses rates of 58% (Brain, Irani, Hodges, & Fuhrman, 2009), 69.09% (Benge,
Harder, & Carter, 2011), and 62% (Adams, Place, & Swisher, 2009).
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The researchers used the Statistical Package for the Social Sciences (SPSS) 17.0. The LMX-7
Questionnaire consists of seven items with four different Likert-type scales. The LMX-7 is
interpreted by adding the scores of each respondent, creating a total score. Table 1 displays the
quality of leader-member exchange and the phase to which the exchange belongs.
Table 1. Strength of Leader-Member Exchange and LMX Phase of Leadership Making
Score
30 to 35
25 to 29
20 to 24
15 to 19
7 to 14

Quality of Leader-Member Exchange
Very High
High
Moderate
Low
Very Low

Phase of Leadership Making
Partner
Partner
Acquaintance
Stranger
Stranger

Respondents reported having an appointment in the following program areas: agriculture/
livestock (n = 28), 4-H (n = 46), family and consumer science (n = 34), horticulture (n = 41),
natural resources (n = 19), and sea grant (n = 3). There were more female respondents (n = 124)
than male respondents (n = 52). Seventy-nine (42%) respondents reported 5 years or less of
experience, while only 15 (8%) had more than 25 years of experience. The majority of
respondents (n = 152, 81%) had a post-graduate degree. Respondents’ Extension district was
also reported, with 26% (n = 49) working in the Central district, 20% (n = 38) working in the
Northeast district, 14% (n = 27) working in the Northwest district, 17.0% (n = 32) working in the
South district, and 14% (n = 27) working in the South Central district.
Demographic characteristics were also reported on the Extension agents’ CEDs. Sixty-two
percent (n = 117) of respondents reported a working relationship with his/her CED 5 or fewer
years, whereas 1% (n = 2) of respondents reported a working relationship of more than 20 years.
The reported gender of CEDs was almost equal. Of the respondents reporting their CED’s years
of experience, 48% (n = 78) had a CED with 5 years or fewer of CED experience, 33% (n = 54)
had a CED with 6 to 10 years of CED experience, 11% (n = 18) had a CED with 11 to 15 years
of CED experience, 6% (n = 9) had a CED with 16 to 20 years of CED experience, 1% (n = 1)
had a CED with 21 to 25 years of experience, and 1% (n = 1) had a CED with more than 25
years of CED experience.
There were two limitations of this study. Respondents may have misinterpreted the questions,
which would result in decreased validity. In addition, it was assumed the respondents in the
study provided honest and accurate answers while self-reporting their responses to the survey.
Nonresponse was addressed by comparing early to late respondents. No significant differences
existed between early and late respondents. Therefore, the results can be generalized to the
entire population (Lindner, Murphy, & Briers, 2001). Prior to handling nonresponse error,
twenty-six unusable responses were discarded due to incomplete data, yielding a usable response
rate of 68% (n = 187).
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Findings
Over 28% (n = 53) of respondents reported very high leader-member exchanges with their CED,
and 31% (n = 58) reported high leader-member exchanges. Eighteen percent (n = 35) of
respondents had moderate leader-member exchanges, while the remaining 21% (n = 40) of
respondents reported having very low or low quality leader-member exchanges with their CED.
Table 2 identifies the leader-member exchange classifications of Florida Extension agents.
Table 2. Frequencies of Leader-Member Exchanges Between Extension Agents and CEDs
Quality of LMX
Relationship
Very Low
Low
Moderate
High
Very High

Phase of Leadership Making
Stranger
Stranger
Acquaintance
Partner
Partner

f
13
27
35
58
53

%
7
14.5
18.8
31.2
28.5

Forty percent (n = 14) of Extension agents with less than 5 years of experience scored in the
stranger phase, where as 1% (n = 1) of Extension agents with 21 to 25 years and more than 25
years of experience scored in the stranger phase. Regarding the respondents who were 50 to 59
years old, 33% (n = 11) were in the stranger phase, 36% (n = 12) were in the acquaintance phase,
and 25% (n = 27) were in the partner phase. Table 3 identifies the phases of leadership making
based on respondent demographic characteristics.
Table 3. Frequencies of Leadership Making Phases Between Extension Agent and CEDs
Based on Demographic Characteristics of Respondents
Stranger
f
%
Years as an Extension Agent
5 years or less
6-10 years
11-15 years
16-20 years
21-25 years
More than 25 years
Gender
Male
Female
Age
20-29 years
30-39 years
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Acquaintance
f
%

Partner
f
%

14
9
7
3
1
1

40
26
20
8
3
3

14
5
4
3
3
5

41
15
11
9
9
15

51
21
11
12
5
9

47
19
10
11
5
8

8
26

23
77

11
23

32
68

32
75

30
70

2
11

6
33

3
8

9
23

13
32

12
30
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40-49 years
50-59 years
60-79 years
Program Area
4-H
Agriculture/Livestock
Family and Consumer Science
Horticulture/Natural Resources
Extension District
Central
Northeast
Northwest
South
South Central
Education Level
Bachelor’s Degree
Post-Graduate Degree

43

Stranger
f
%
6
19
11
33
3
9

Acquaintance
f
%
8
23
12
36
3
9

Partner
f
%
22
20
27
25
14
13

11
4
5
11

35
14
16
35

4
8
6
13

13
26
19
42

30
16
23
39

28
15
21
36

13
5
5
3
7

39
15
15
9
22

7
11
3
3
6

23
37
10
10
20

29
21
19
26
14

27
19
17
24
13

6
28

18
82

4
30

12
88

16
93

15
85

The phase of leadership making between Extension agents and CEDs was impacted by specific
characteristics of the CED. A larger percentage of Extension agents with male CEDs (n = 24,
68%) scored in the stranger phase compared to other Extension agents with female CEDs (n =
11, 32%). Regarding partner phase relationships, 38% (n = 41) of respondents had CEDs with 5
years or less of experience, 33% (n = 35) had CEDs with 6 to 10 years of experience, 12% (n =
13) had CEDs with 11 to 15 years of experience, 7% (n = 7) had CEDs with 16 to 20 years of
experience, 2% (n = 2) had CEDs with 21 to 25 years of experience, and 8% (n = 8) had CEDs
with more than 25 years of experience. Extension agents with a longer working relationship with
his/her CED tended to be in the partner phase of leadership making. Table 4 identifies the
phases of leadership making based on CED demographic characteristics.
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Table 4. Frequencies of Leadership Making Phases Between Extension Agent and CEDs
Based on Demographic Characteristics of CEDs
Stranger
f
%

Acquaintance
f
%

Partner
f
%

Gender of CED
Male
24
68
18
53
47
43
Female
11
32
16
47
61
57
Years of CED Experience
5 years or less
20
57
17
51
41
38
6-10 years
8
23
11
33
35
33
11-15 years
3
9
2
6
13
12
16-20 years
1
3
1
4
7
7
21-25 years
2
6
1
4
2
2
More than 25 years
1
3
1
4
8
8
Years of Working Relationship
5 years or less
29
80
25
75
63
59
6-10 years
6
17
6
18
27
25
11-15 years
0
0
1
4
9
9
16-20 years
1
3
1
4
7
7
Note: Years of working relationship is defined at the number of years an Extension agent and CED
have worked together.

Conclusions and Implications
Low and high quality interactions are important for an organization to understand because the
relationship quality determines the phase of leadership making and relationship outcomes, such
as work productivity, job satisfaction, and employee turnover (Graen & Uhl-Bien, 1995). All
new relationships are expected to begin the leadership-making process in the stranger phase.
Employee turnover causes relationships between Extension agents and CEDs to begin anew,
impacting the leadership-making process of both the agent and CED. New relationships are also
formed when Extension agents are promoted to become CEDs. Findings revealed less than 25%
of agents are in the stranger phase of leadership-making. In addition, agents and CEDs with a
working relationship of more than five years consisted of less than 20% of relationships in the
stranger phase. Though the turnover rate for UF/IFAS Extension is more than twice the national
average of public employees, the majority of new working relationships and long-term
relationships have progressed past the stranger phase, suggesting high-quality relationships
between Extension agents and CEDs (Dulebohn et al., 2012; Graen & Uhl-Bien, 1995), resulting
in positive communication, exchanges of ideas, fairness, and respect (Lee, 2001; Liden &
Maslyn, 1998).
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Graen and Uhl Bien (1995) explained the acquaintance phase is the critical phase in the
leadership-making process as the dyads that do not progress to the partner phase will regress
back to the stranger phase. Agents and CEDs are both testing each other and still forming
assessments and opinions (Northouse, 2007). Findings revealed a minority of relationships are
in the acquaintance phase of leadership-making; however, over half of agents in the acquaintance
phase have been employed by Florida Extension for six years or more. The high turnover rate of
the organization could be a major factor of experienced agents’ relationships with their CED not
progressing to the partner phase (Graen & Uhl-Bien, 1995). Another factor could be that
experienced agents are promoted to CED, whereby the leadership-making process begins anew
in the stranger phase due to the promoted agents’ new administrative roles. The leadershipmaking process is dependent on both the agent and CED staying in their positions long enough to
allow the transition from stranger to partner to come to fruition.
The majority of relationships between Extension agents and CEDs in Florida are in the partner
phase of leadership making. High-quality relationships are important for employees to remain
satisfied, work productively and efficiently, and decrease their intentions to leave (Castillo &
Cano, 2004; Graen & Uhl-Bien, 1995; Maslyn & Uhl-Bien, 2001). Over half of the working
relationships of five years or less are in the partner phase, suggesting new employees of the
Florida Cooperative Extension Service progress through the leadership making process in a
relatively short amount of time. This is very positive as high quality work relationships are
characterized by high fairness and respect between the leader and member, resulting in decreased
turnover and high job satisfaction (Liden & Maslyn, 1998).
Recommendations
The dynamic relationship of CEDs and Extension agents makes it imperative that trust research
continue to be conducted to enhance the Extension organization. More relationship and research
between Extension agents and Extension supervisors needs to be conducted. Outside of this
study, there is no Extension literature related to the impact of relationships between Extension
agents and their supervisors. A qualitative study could be conducted in order to find the specific
reasons why the quality of relationships between Extension agents and their supervisors are
important to the Extension organization. Further research in the area of supervision and
management of Extension agents could be conducted in Florida. Future research should be
conducted on the abilities of Extension agents to develop relationships with their Extension
directors as the current study focused on Extension agents’ perceptions regarding their CEDs.
The impact of generational differences between CEDs and Extension agents should be
researched to provide a better understanding of its effect on leader-member relationships in
Extension.
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The annual rate of turnover for Florida Extension is 8.7% which is more than twice that of the
national economy at 3.7% (Bureau of Labor Statistics, 2015). UF/IFAS Extension should be
concerned about the 40% (n = 75) of Extension agents that have low leader-member exchanges.
Gerstner (1997) explained an organization will suffer lower organizational commitment and
increased turnover when its employees are in the out-group. UF/IFAS Extension Administration
should provide increased leadership training for County Extension Directors to ensure all dyads
progress through the leadership-making process to the partner phase, such as relationship
building, and management and supervisory training. Increased development of its employees
will allow Florida Extension to retain Extension agents and help them move through the
leadership-making process which will yield high-quality interactions, less employee turnover,
more positive performance evaluations, greater organizational commitment, more attention and
support from the leader, and greater participation (Graen & Uhl-Bien, 1995; Liden et al., 1993).
UF/IFAS Extension should focus increased attention on agents who have moderate-quality
relationships with their CEDS (acquaintance phase). This is the critical stage of the leadershipmaking process, and agents who do not progress to the mature partner stage will revert back to
the stranger phase. UF/IFAS Extension administration and CEDs should pay extra attention to
newly-hired Extension agents. It is important for new agents to progress to the partner phase in
order to be an efficient and productive member of the Extension workforce. Effective
supervision affects employee job satisfaction (Castillo & Cano, 2004), and Extension
administration should ensure CEDs are being effective by providing supervision and leadership
training. Due to the distinct needs of the Extension districts, specialized professional
development trainings should be offered to both CEDs and Extension agents on relationship
management.
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Enhancing Extension Program Effectiveness by Examining
Regional Differences in High Water Users
Pei-wen Huang
Alexa J. Lamm
Michael D. Dukes
University of Florida
Competition for water sources in urban areas of Florida has increased due to
increased population and human activities. High water users have been identified
as a specific group on which Extension should focus water conservation
education due to their low awareness of water issues and active landscape water
use. In order to ensure the effectiveness of Extension programs targeting high
water users statewide, this study sought to explore regional differences in water
conservation behavior engagement within Florida high water users. An online
survey was conducted to capture responses of high water users (N = 932) in three
distinct regions for this comparative study. Respondents were asked to indicate
their current engagement in water use behavior, application of water
conservation strategies, and likelihood of engaging in water conservation and
related societal behaviors. Regional differences were found in all four examined
constructs. The findings imply Extension educators should tailor educational
programs to regional audiences’ behavior patterns instead of designing statewide
programs to ensure program effectiveness.
Keywords: Extension education, audience segmentation, water, landscape,
conservation
Introduction
Water conservation is one of the major program areas Extension has emphasized (Huang &
Lamm, 2015a). The essentiality of water to human life has led to increased water demands as
the world population continues to grow (Oki & Kanae, 2006; Vörösmarty, Green, Salisbury, &
Lammers, 2000). Since water issues, including water pollution and contamination, water
scarcity, degradation of water quality, waterlogging, and increased water salinity levels, have
been reported worldwide, problem-solving strategies are needed in order to alleviate water issues
and enhance the sustainability of water resources (Friedman, 2011). Evidence has been found
that water issues are specifically related to human activities and climate change, which will only
increase as the human population grows and human activity increases (Vörösmarty et al., 2000;
Young, Dooge, & Rodda, 1994). As a result, the U.S. Environmental Protection Agency
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(USEPA) has set the goal of water protection in the U.S. as to “protect and restore waters to
ensure that drinking water is safe and sustainably managed, and that aquatic ecosystems sustain
fish, plants, wildlife, and other biota, as well as economic, recreational, and subsistence activities”
(USEPA, 2014a, para. 2). According to the strategic plan USEPA developed about water
protection, environmental education associated with water should be enhanced by outreach
services to communities and stakeholders which is the role that Extension has served (USEPA,
2014b).
According to the estimated national water use report published by Maupin et al. (2014), public
supply was one of the top sources of water withdrawals in the U.S. in 2010, particularly in
suburban and urban areas (USEPA, 2014d). Based on the national statistics, about 70% of the
daily water consumption in the U.S. is for indoor uses, including drinking, food preparation,
washing clothes and dishes, and flushing toilets, and 30% is for outdoor uses, including watering
lawns and gardens or maintaining pools, ponds, or other landscape features in a domestic
environment (Maupin et al., 2014; USEPA, 2014d). As the national population continues to
grow, increased competition for water resources is expected due to increased demands (USEPA,
2014c). In order to relieve the pressure of water demands, additional water sources and water
conservation strategies have been sought and applied (Maupin et al., 2014).
Florida, a state abundant in water resources, is known as the state with “the most plentiful
freshwater aquifers in the United States” (Florida Department of Environmental Protection
[DEP], 2015, para. 1). Recently, increased pressure on water resources have been reported in
Florida due to a growing population, prosperous tourism, and an active agricultural industry
(Barnett, 2007; Leal, Rumble, & Lamm, 2015; Marella, 2013). According to the DEP (2014),
public water supply demand has exceeded agricultural water demands. Florida residents
consume a large volume per capita at 134 gallons per day (Marella, 2014). Within the daily
water consumption, indoor and outdoor water uses split the amount of water in half. The
primary outdoor water use in Florida is for landscape irrigation, although “more than 50% of the
water typically applied to lawns is lost to evaporation or runoff due to overwatering” (South
Florida Water Management District, 2008, p. 3). Urbanization, as a result of increased
population in Florida, has led to increased water use for landscape irrigation (Haley, Dukes, &
Miller, 2007). In spite of the high water consumption of landscape irrigation, many Florida
residents are not aware of how the landscape management practices they use can impact the
environment (Israel & Knox, 2010).
A specific group of excessive water users, known as high water users, were identified by
Monaghan, Ott, Wilber, Gouldthorpe, and Racevskis (2013) as having specific demographic
characteristics, including being a resident of a neighborhood with a homeowners association
(HOA), being older, and achieving a higher income and education level than the general public.
In addition, high water users are identified as having a specific behavior pattern associated with
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landscape management including a preference for hiring a contractor to manage their landscape
instead of managing their own. This group of high water users tend to consume large amounts of
water for landscape irrigation (Davis & Dukes, 2014; Huang, Lamm, & Dukes, 2016). Given
their low engagement in water conservation behaviors, additional attention should be paid to
high water users when developing water conservation education (Huang et al., 2016).
Extension has made efforts to provide information and educational programs to various publics
about how to properly manage water and conserve water resources (Huang & Lamm, 2015a;
University of Florida Extension, 2014; Warner & Schall, 2015). Extension educators should
reach urban clientele and rural clientele differently due to their varying needs, and Extension
programs should be developed with a focus on information relevancy to better communicate with
diverse audiences (Monaghan, Warner, Telg, & Irani, 2014; Wagner & Kuhns, 2013).
Additionally, even if facing audiences with similar characteristics, audience members are likely
to differ by regions in perceptions and practice implementation even within a single state
(Benham, Braccia, Mostaghimi, Lowery, & McClellan, 2007). Therefore, by identifying the
regional water conservation behavioral differences in high water users in Florida, regional
Extension educators can better develop programs tailored to their audience’s need. Extension
educators may utilize high water users’ tendencies to perform given types of water conservation
behaviors to inform program development leading to enhanced positive learning outcomes as a
result (Huang & Lamm, 2015b; Huang et al., 2016).
Conceptual Framework
This study was designed around the concept of audience segmentation (Andreasen, 2006; Kotler
& Roberto, 1989). As derived from the traditional mass marketing approach, audience
segmentation emphasizes the importance of social power within a group exhibiting similar
characteristics, like geographical characteristics, sociodemographic attributes, psychological
profiles, and/or behavioral characteristics that can be used in social marketing for behavior
change (Andreasen, 2006; Kotler & Roberto, 1989). To target a homogeneous group with shared
identified needs, the influences expected during the marketing process can be enhanced
(Andreasen, 2006; Kotler & Roberto, 1989). By segmenting audiences, programs can be
developed to better utilize resource allocation while being organized based on audiences’
specific motivation factors, needs, and interests (Andreasen, 2006; Kahlor & Stout, 2009).
As an important component of social marketing, audience segmentation has been frequently used
in environmental conservation studies (Shaw, 2009). In addition, Adhikarya (1994) suggested
that audience segmentation should be used in Extension programming to enhance the
effectiveness of programs by providing proper information to proper audiences with their needs
in mind. Since heterogenous group may hinder the effectiveness of Extension educators’
communication, Kuipers, Shivan, and Potter-Witter (2013) sought to identify optimal approaches
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to communicating with nonindustrial private forest landowners. Kuipers et al. (2013) identified
four groups within these nonindustrial private forest landowners. Each of the four groups had
different forest ownership reasons and values and preferred communication channels. Despite
the lack of use of Extension services of these nonindustrial private forest landowners in the target
location of the study, outreach services and information were suggested to be provided in ways
that resonate with forest landowners’ associated topics of interest via the channels they preferred
to use (Kuipers et al., 2013).
Individuals’ demographic characteristics, experiences applying a given practice, frequency of
using Extension services, level of information sharing, and extent of concern about community
norms can also be used to segment publics into groups (Israel & Hague, 2002). As a result,
audience segmentation can be a useful strategy for program recruitment to ensure program
effectiveness (Israel & Hague, 2002). In the case of Extension programs focused on high water
users in Florida, multiple studies have indicated the importance of audience segmentation to
properly approach this specific audience separately from the general public. Monaghan et al.
(2013) conducted a case study about water conservation practices in a county of Florida to
examine homeowners’ demographic and lifestyle characteristics and their characteristics of
landscape water use. The findings of Monaghan et al.’s (2013) study indicated that a specific
group of homeowners was identified as exhibiting a limited level of engagement in water
conservation practices and interest in learning about water conservation strategies, which implied
less care about water consumption issues than the general public. Huang et al.’s (2016) study
confirmed these findings by comparing high water users who had shared characteristics with the
respondents in Monaghan et al.’s (2013) study to the general public in the state of Florida.
Based on high water users’ specific needs and behavioral patterns, a need to develop water
conservation programs relevant to these high water users existed (Huang et al., 2016). Based on
the previous literature, a conceptual model was designed and used in Huang et al.’s (2016) study
and will be used as the foundation for this research (see Figure 1).
Figure 1. Audience Segmentation Conceptual Model for Extension Programming Associated
with Water Conservation Behaviors (Huang et al., 2016)
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This study was designed to further explore the need of audience segmentation by regions within
a single state to inform Extension programming approaches. The findings will provide
implications for Extension educators to better develop water conservation programs tailored to
regional high water users’ engagement, attitudes, and interests in water conservation behaviors.
Extension educators can apply the findings of this study to their programming to enhance the
persuasiveness of the message and the potential of audiences’ adoption of water conservation
behaviors.
Purpose and Objectives
The purpose of this study was to identify differences in levels of engagement in water
conservation behaviors among high water users in different urban areas of Florida in order to
develop Extension programs tailored to region-specific high water users’ adoption of water
conservation behaviors. The objectives were to compare:
1.

The water use behaviors in which high water users of the three regions currently
engage;
2. The water conservation strategies high water users of the three regions currently
apply;
3. The water conservation behaviors in which high water users of the three regions
would like to engage; and
4. The societal behaviors associated with water conservation in which high water users
of the three regions would like to engage.
Methods
This study was comparative, designed to explore the differences in high water users in three
regions of Florida: Central Region, Southwest Region, and Southeast Region. These three
regions were chosen because they are the major urban areas in which high water users reside and
each region is facing different types of water issues. The high water users have been monitored
through their utility bills. The respondents were identified high water users who met certain
criteria of overirrigators according to Davis and Dukes (2014) study. The overirrigator criteria
were the single-family residential account holders living in a given utility company service area
that showed a monthly ratio of estimated irrigation volume to gross irrigation requirement at
“greater than 1.5 at least [three months per year] for three consecutive years” (Davis & Dukes,
2014, p. 2). Accessibility to the high water users was obtained by collaborating with the utility
companies for their email addresses. An online survey approach was used in collaboration with
a public opinion survey research company to deliver the same questionnaire to respondents in
three targeted regions of Florida.
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The survey instrument was researcher-adapted originally from the 2012 RBC Canadian Water
Attitudes Study (Patterson, 2012). The questionnaire was used in Huang and Lamm’s (2015a)
study and used again in this study as follow-up research. Questions examining respondents’
water use behaviors, current engagement in water conservation strategies, likelihood of engaging
in water conservation and societal behaviors associated with water conservation, and
demographics were asked. Once the survey was distributed, the first 50 responses were analyzed
in order to ensure the construct reliability was .7 or higher (Kline, 2000) for further data
collection.
First, respondents were asked to indicate their frequency of performing seven water use
behaviors on a five-point Likert-type scale with response options of 1 = Never, 2 = Almost Never,
3 = Sometimes, 4 = Almost Every Time, and 5 = Every Time. Does Not Apply was provided as an
option in this question with the responses treated as missing values. Reliability for the
measurement of water use behavior was calculated a priori and found reliable with a Cronbach’s
of .77.
Respondents’ self-reported application of water conservation strategies was measured using nine
statements asking respondents to indicate if they applied certain strategies by indicating Yes,
Unsure, or No. Likelihood of engaging in water conservation behaviors was measured by asking
respondents to indicate how likely they were to engage with 14 items using a five-point Likerttype scale with resonse options of 1 = Very Unlikely, 2 = Unlikely, 3 = Undecided, 4 = Likely,
and 5 = Very Likely. Respondents’ likelihood of engaging in certain societal behaviors
associated with water conservation was measured using eight items with the same five-point
Likert-type scale. Respondents were able to choose Does Not Apply for these two behavior
questions, and responses of Does Not Apply were transformed as missing values. The
measurements of water conservation behaviors and societal behaviors associated with water
conservation were calculated a priori and found to be reliable with Cronbach’s of .83 and .87,
respectively. Lastly, respondents were asked to answer demographic questions, including sex,
race/ethnicity, age, ZIP code (later converted to rural-urban continuum codes), annual household
income, educational level, political beliefs, and participation in an HOA.
In order to ensure face and content validity of the instrument a panel of experts reviewed the
survey. The panel of experts included the Chief Executive Officer of the Florida Nursery,
Growers and Landscape Association; an assistant professor and Extension specialist in water
economics and policy; the Director of the Center for Landscape Conservation and Ecology; the
Director of the University of Florida Water Institute; the Director and Associate Director of the
Center for Public Issues Education; an assistant professor specializing in agricultural
communication; an emeritus professor specializing in biosystems and agricultural engineering; a
post-doctoral associate; a graduate student; a research analyst; and a research coordinator who
had been studying water issues.
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A nonprobability opt-in quota sampling method was used in this study by collaborating with a
public opinion survey research company. Increased public opinion research has been conducted
using nonprobability sampling methods (Baker et al., 2013). However, using a nonprobability
opt-in sampling method, responses were collected gradually until reaching the specifically set
quotas. As a result, participation rates are used in such a sampling procedure instead of response
rates (Baker et al., 2013). A total of 932 complete responses were collected from 1,465 invited
individuals, resulting in a participation rate of 64%. Quotas were set for the three regions to
ensure the sample size in each region was large enough to be representative of the population of
interest (Baker et al., 2013). Due to the use of a nonprobability sampling method, this study has
limitations, including nonparticipation biases, selection, and exclusion, leading to limited
interpretations of the results that can only be applied to the respondents (Baker et al., 2013). In
this study, data were not weighted because of the use of quotas a priori to identify targeted
respondents. The collected data ere analyzed using SPSS® 22.0 for descriptive statistics to reach
the objectives of this study. Chi-square analysis was used to examine the existence of
differences among regions.
The demographic characteristics of the respondents can be seen in Table 1. The respondents
included 48% females (n = 97) and 52% males (n = 104) in the Southeast Region; 50% females
(n = 110) and 50% males (n = 109) in the Southwest Region; and 54% females (n = 277) and
46% males (n = 235) in the Central Region. In terms of race/ethnicity groups, non-Hispanic
Caucasian/White was the dominant ethnicity in three regions (n = 186, 93% of Southeast Region;
n = 206, 94% of Southwest Region; n = 479, 94% of Central Region), while the second largest
race/ethnicity group was Hispanic in the Southeast Region (n = 19, 10%) and the Central Region
(n = 41, 8%), and African American in the Southwest Region (n = 9, 4%). A majority of the
respondents were between 50-79 years of age in all three regions (n = 158, 79% of Southeast
Region; n = 181, 83% of Southwest Region; n = 349, 68% of Central Region). As for the ruralurban continuum, 89% of the respondents in the Southeast Region (n = 178), 56% of the
respondents in the Southwest Region (n = 112), and 99% of the respondents in the Central
Region (n = 505) indicated living in metro areas with populations of 1 million or more. The
income level of $75,000 to $149,999 was the level in which most respondents fell in all three
regions, with 50% in the Southeast Region (n = 101), 54% in the Southwest Region (n = 118),
and 47% in the Central Region (n = 242). More than 60% of the respondents indicated an
education level of 4-year college degree and Graduate or Professional degree in all three regions:
73% in the Southeast Region (n = 147), 64% in the Southwest Region (n = 139), and 67% in the
Central Region (n = 343), specifically. The political beliefs of the respondents in the three
regions were moderate to conservative. Most of the respondents in the three regions indicated
they were part of an HOA.
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Table 1. Demographic Characteristics by Region

Characteristic
Sex
Female
Male
Race
African American
Asian
Caucasian/White
(Non–Hispanic)
Native American
Other
Hispanic Ethnicity
Age
20-29
30-39
40-49
50-59
60-69
70-79
80+
Rural-Urban Continuum
Metro areas 1 million
population or more
Metro areas of 250,000 to
1 million population
Metro areas of fewer than
250,000 population
Urban population of
20,000 or more, adjacent
to a metro area
Urban population of
20,000 or more, not
adjacent to a metro area
Income
Less than $49,999
$50,000 to $74,999
$75,000 to $149,999
$150,000 to $249,999
$250,000 or more

Southeast
(N = 201)
n
%

Central
(N = 512)
n
%

97
104

48.3
51.7

110
109

50.2
49.8

277
235

54.1
45.9

11
2
186

5.5
1.0
92.5

9
4
206

4.1
1.8
94.1

21
8
479

4.1
1.6
93.6

0
4
19

0
2.0
9.5

0
0
3

0.0
0.0
1.4

5
9
41

1.0
1.8
8.0

5
15
17
44
73
41
6

2.5
7.5
8.5
21.9
36.3
20.4
3.0

1
13
17
35
83
63
7

0.5
5.9
7.8
16.0
37.9
28.8
3.2

15
64
74
109
156
84
10

2.9
12.5
14.5
21.3
30.5
16.4
2.0

178

88.6

122

55.7

505

99.2

19

9.5

82

37.4

2

0.4

4

2.0

1

0.5

2

0.4

0

0.0

11

5.0

0

0.0

0

0.0

1

0.5

0

0.0

0
42
101
40
18

0.0
20.9
50.2
19.9
9.0

0
61
118
26
14

0.0
27.9
53.9
11.9
6.4

0
141
242
101
28

0.0
27.5
47.3
19.7
5.5
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(Table 2 continued)
Characteristic
Education
Less than 12th grade
High school graduate
Some college, no degree
2-year college degree
4-year college degree
Graduate or Professional
degree
Political Beliefs
Very Liberal
Liberal
Moderate
Conservative
Very Conservative
HOA Member
Yes
No
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Southeast
n
%

Southwest
n
%

Central
n
%

0
13
27
14
78
69

0.0
6.5
13.4
7.0
38.8
34.3

0
15
50
15
71
68

0.0
6.8
22.8
6.8
32.4
31.1

1
27
76
65
206
137

0.2
5.3
14.8
12.7
40.2
26.8

9
59
72
51
10

4.5
29.4
35.8
25.4
5.0

11
34
87
68
19

5.0
15.5
39.7
31.1
8.7

27
88
197
159
41

5.3
17.2
38.5
31.1
8.0

123
78

61.2
38.8

154
65

70.3
29.7

379
133

74.0
26.0

Results
Water Use Behaviors
Objective one compared the water use behaviors in which high water users of the three regions
currently engage (Table 2). Differences in four water use behaviors were found. Specifically,
behaviors with regional differences included “I let my sprinklers run when it has rained or is
raining” (χ2(10) = 38.55, p = .00), “I let my sprinklers run when rain is predicted in the forecast”
(χ2(10) = 35.75, p = .00), “I allow used motor oil to run down a storm drain” (χ2(10) = 25.90, p
= .00), and “I leave the water running in the kitchen when washing and/or rinsing dishes” (χ2(10)
= 19.34, p = .04).
Table 2. Comparing Water Use Behavior Engagment Across Regions
I let my sprinklers run when it has rained or is raining
I let my sprinklers run when rain is predicted in the forecast
I allow used motor oil to run down a storm drain
I leave the water running in the kitchen when washing and/or rinsing dishes
I allow soapy water to run down a storm drain
I flush cooking oil down the toilet
I hose down my driveway
Note: Differences existed at the significance level of p ≤ .05.
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χ2
38.55
35.75
25.90
19.34
16.52
13.73
12.53

p
.00*
.00*
.00*
.04*
.09
.19
.25
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Water Conservation Strategies
High water users’ application of water conservation strategies were compared among three
regions (Table 3). Significant differences among regions were found in four water conservation
strategies, including “I use a smart irrigation controller” (χ2(4) = 39.20, p = .00), “I have lowwater consuming plant materials in my yard” (χ2(4) = 18.44, p = .00), “I use high efficiency
sprinklers” (χ2(4) = 11.77, p = .02), and “I have low-flow shower heads installed in my home”
(χ2(4) = 10.94, p = .03).
Table 3. Comparing Water Conservation Strategy Application Across Regions
I use a smart irrigation controller
I have low-water consuming plant materials in my yard
I use high efficiency sprinklers
I have low-flow shower heads installed in my home
I use recycled wastewater to irrigate my lawn/landscape
I use drip (micro) irrigation
I have water-efficient toilets installed in my home
I use rain barrels to collect water for use in my garden/lawn
I have retrofitted a portion of my landscape so that it is not irrigated
Note: Differences existed at the significance level of p ≤ .05.

χ2
39.20
18.44
11.77
10.94
7.49
5.92
5.88
2.95
0.56

p
.00*
.00*
.02*
.03*
.11
.21
.21
.57
.97

Water Conservation Behaviors
Regional differences in high water users’ possible engagement in water conservation behaviors
were also examined (Table 4). Within the 14 listed water conservation behaviors, regional
differences were found in four behaviors: “Install an efficient irrigation technology” (χ2(8) =
22.52, p = .01), “Reduce your use of natural resources” (χ2(8) = 18.54, p = .02), “Only water
your lawn in the morning or evening” (χ2(8) = 17.51, p = .03), and “Sweep patios and sidewalks
instead of hosing them down” (χ2(8) = 16.82, p = .03).
Table 4. Comparing Likelihood of Engaging in Water Conservation Behaviors Across
Regions
Install an efficient irrigation technology
Reduce your use of natural resources
Only water your lawn in the morning or evening
Sweep patios and sidewalks instead of hosing them down
Reduce use of fertilizer if your landscape quality would decrease
Responsibly dispose of hazardous materials
Only run the washing machine when it is full
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χ2
22.52
18.54
17.51
16.82
14.66
14.07
13.74

p
.01*
.02*
.03*
.03*
.07
.08
.09
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(Table 4 continued)
Modify my landscape so that a portion is not irrigated
Use biodegradable cleaning products
Reduce use of pesticides if your landscape quality would decrease
Keep a timer in the bathroom to help you take a shorter shower
Only run the dishwasher when it is full
Avoid purchasing plants that require a lot of watering
Reduce the number of times a week you water your lawn
Note: Differences existed at the significance level of p ≤ .05.
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χ2
8.83
8.41
8.24
8.13
4.80
4.48
4.40

p
.55
.40
.41
.42
.78
.81
.82

Societal Behaviors Related to Water Conservation
The examination among high water users’ differences in potential engagement in societal
behaviors related to water conservation in three regions can be seen in Table 5. Only one out of
eight listed societal behaviors were found statistically significantly different among three regions:
“Visit springs, lakes, state parks, etc., to learn about water issues” (χ2(8) = 19.29, p = .01).
Table 5. Comparing Likelihood of Engaging in Societal Behaviors Across Regions
Visit springs, lakes, state parks, etc., to learn about water issues
Volunteer for a stream clean up or wetland restoration event
Vote for candidates who support water conservation
Vote to support water conservation programs
Buy a specialty license plate that supports water protection efforts
Support water restrictions issued by my local government
Donate to an organization that protects water
Join a water conservation organization
Note: Differences existed at the significance level of p ≤ .05.

χ2
19.29
11.93
10.07
9.43
8.69
7.99
7.68
2.44

p
.01*
.15
.26
.31
.37
.44
.47
.96

Conclusion and Implications
The findings of this study explored the regional differences in Florida high water users with foci
on their water use behaviors, application of water conservation strategies, and engagement in
water conservation behaviors. Due to the nature of this study, the findings are not generalizable
but can be used as a case study of Florida high water users in the three regions of interest
(Southeast, Southwest, and Central Regions) that Florida Extension educators working on water
conservation should take into account particularly.
The key findings of this study indicated regional differences existed within the studied high
water users in their behavioral patterns, which support Monaghan et al.’s (2014) suggestion of
using geological location as an audience segmentation strategy. Benham et al.’s (2007) finding
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that a segmented group of audiences with similar characteristics may differ in their behaviors in
different regions within a state was supported by this study. Previous research identified high
water users as a specific target audience for Extension with shared demographic characteristics
and behavioral patterns (Davis & Dukes, 2014; Huang et al., 2016; Monaghan et al., 2013). The
findings of this study revealed high water users had different responses as related to their
behaviors based on where they live, which aligns with Kuipers et al.’s (2013) study that found
broad audiences can be separated into minor groups.
High water users in the three regions also performed behaviors related to landscape irrigation,
used motor oil management, and dish cleansing differently. These findings imply a need to
cover information about these behaviors differently in Florida’s local Extension programs related
to water conservation across the three regions, which supported the study of Kuipers et al. (2013).
As for water conservation strategies in the landscape, high water users in the three regions
applied water-conserving irrigation controllers, sprinklers, and plant materials differently.
Differences also occurred in their indoor water conserving practices, including their use of water
efficient shower heads. Similar to Benham et al. (2007), these findings imply different levels of
adoption are based on where an individual lives.
High water users also showed regional differences when it came to willingness to act on water
conservation behaviors. The findings imply high water users in the different regions have
different levels of willingness to change their behaviors in terms of daily landscape irrigation
management, use of natural resources, and outdoor cleaning. Similarly, differences were also
found in societal behaviors related to water conservation. These differences imply high water
users in different regions may consider the importance differently because of their engagement
related to visiting sites that emphasize the importance of natural resources.
As audience segmentation was used as the central concept of this study, the findings can be tied
back to the conceptual model with components of audiences’ demographic characteristics,
engagement in water conservation behaviors, and interest in water conservation behaviors.
While Huang et al.’s (2016) study indicated a need to segment high water users out from the
general public for water conservation Extension programs, this study searched deeper for
specific differences in high water users’ demographic characteristics and engagement and
interest in water conservation by regions in a state. The overall findings of this study revealed
the existence of differences in behavioral patterns of landscape water uses, specific indoor and
outdoor cleaning, and learning through visiting natural resources. Therefore, an implication can
be made that the need to develop water conservation Extension programming differently by
regions exists. Moreover, this also implies water conservation Extension programs for Florida
high water users should be developed differently targeting the specific behavior patterns by
regions for improved effectiveness and efficiency (Andreasen, 2006; Huang et al., 2016; Kotler
& Roberto, 1989).
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Recommendations
As the urban population continues to grow, water conservation will continue to be a critical issue
around which Extension educators should build programs (Haley et al., 2007; Wagner & Kuhns,
2013). High water users have been identified as a group of urban audiences that Extension
educators have difficulty impacting (Monaghan et al., 2013). This study explored this specific
audience with more depth in differences in behavior patterns within the group. The findings of
this study provided insight into how Extension educators should pay attention to regional
differences in their target audiences when developing Extension educational programs. It is
expected that program effectiveness can be improved by tailoring materials relevant to local high
water users’ needs and behavior patterns (Adhikarya, 1994; Kuipers et al., 2013).
University of Florida Extension has developed the Florida-Friendly LandscapingTM Program to
provide guidance and recommendations to homeowners, home buiders, home developers, and
green industry workers about how to properly establish environmentally sustainable landscapes
statewide (Florida-Friendly LandscapingTM Program, 2014). Extension educators in each Florida
county reach high water users differently. Within the areas studied, some counties have
contacted high water users directly through Extension educators’ individual home visits, while
other counties have cooperated to provide multicounty water conservation workshops to property
managers and HOA board members in order to enhance influences on individual homeowners’
engagement in water conservation. Positive impacts on water conservation have been reported
across these areas with results indicating over 75,000,000 gallons of water saved per year.
Although high water users approach their water use and water conservation behaviors differently
than the general public (Huang et al., 2016), specific behavioral similarities and differences
among high water users living in different regions were identified in this study. Therefore,
educational programs targeting high water users should be developed and distributed to two
levels: a) the similarity identified in behavior patterns can be included as common suggestions
that state Extension educators can use in a broader spectrum and b) the identified differences in
behavior patterns should be used by Extension educators working in the studied regions to
reframe the materials they currently have. The key recommendation of this study is Extension
educators need to understand that audiences may respond to the list of recommendations
differently by region. For example, Extension educators working at Orlando and Miami/Fort
Lauderdale may have to promote different water conservation behaviors to their high water user
audiences based on their tendency to engage in certain water conservation behaviors. As a result,
addressing and utilizing such regional behavioral differences may enhance positive impacts on
local audiences.
Future research is recommended based on the findings of this study. As regional differences in
behavior patterns were identified in this study, further examination can be conducted using
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qualitative methods to understand the audiences in depth about personal factors associated with
their water use. Existing water conservation programs targeting high water users can be
evaluated in future studies to examine challenges, obstacles, and promising factors of the
programs. The examination of existing programs can include the program development
strategies recommended in this study to further confirm the findings. For example, evaluations
should be conducted in water conservation programs implemented in different counties targeting
high water users. The results from the evaluations can then be compared to see if programs were
developed differently tailored to local audiences’ needs and interests. Moreover, existing
programs should be revised based on the recommendations of this study and then evaluated to
explore the improvement of programmatic impact. By understanding this, the sustainability of
state water resources would be enhanced by receiving increased high water users’ support of
water conservation.
References
Adhikarya, R. (1994). Strategic extension campaign: A participatory-oriented method of
agricultural extension. Rome, Italy: Food and Agriculture Organization of the United
Nations. Retrieved from http://www.fao.org/docrep/u8955e/u8955e00.htm
Andreasen, A. R. (2006). Social marketing in the 21st century. Thousand Oaks, CA: Sage.
Baker, R., Brick, J. M., Bates, N. A., Battaglia, M., Couper, M. P., Dever, J. A., . . . Tourangeau,
R. (2013). Report of the AAPOR task force on non-probability sampling. Oakbrook
Terrace, IL: American Association for Public Opinion Research. Retrieved from
https://www.aapor.org/AAPOR_Main/media/MainSiteFiles/NPS_TF_Report_Final_7_re
vised_FNL_6_22_13.pdf
Barnett, C. (2007). Mirage: Florida and the vanishing water of the Eastern U.S. Ann Arbor, MI:
University of Michigan Press.
Benham, B. L., Braccia, A., Mostaghimi, S., Lowery, J. B., & McClellan, P. W. (2007).
Comparison of best management practice adoption between Virginia’s Chesapeake Bay
Basin and southern rivers watersheds. Journal of Extension, 45(2), Article 2RIB3.
Retrieved from http://www.joe.org/joe/2007april/rb3.php
Davis, S. L., & Dukes, M. D. (2014). Methodologies for successful implementation of smart
irrigation controllers. Journal of Irrigation and Drainage Engineering, 141(3).
doi:10.1061/(ASCE)IR.1943-4774.0000804#sthash.2gwYZNRI.dpuf
Florida Department of Environmental Protection. (2014). Water use trends in Florida. Retrieved
from https://www.dep.state.fl.us/water/waterpolicy/docs/factsheets/wrfss-water-usetrends.pdf
Florida Department of Environmental Protection. (2015). Florida Department of Environmental
Protection water resource protection programs. Retrieved from
http://www.dep.state.fl.us/water/

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 5, Number 1, 2017

Volume 5, Number 1, 2017

Full Issue, Volume 5, Number 1
Regional Differences in High Water Users

67
64

Florida-Friendly LandscapingTM Program. (2014). Florida-Friendly LandscapingTM Program.
Retrieved from http://fyn.ifas.ufl.edu/
Friedman, M. J. (Ed.). (2011). Global water issues. Washington, DC: U.S. Department of State,
Bureau of International Information Programs.
Haley, M. B., Dukes, M. D., & Miller, G. L. (2007). Residential irrigation water use in Central
Florida. Journal of Irrigation and Drainage Engineering, 133(5), 427–434.
doi:10.1061/(ASCE)0733-9437(2007)133:5(427)#sthash.JOMAzSGD.dpuf
Huang, P., & Lamm, A. J. (2015a). Impact of experience and participation in Extension
programming on perceptions of water quality issues. Journal of International
Agricultural and Extension Education, 22(3), 35–49. doi:10.5191/jiaee.2015.22303
Huang, P., & Lamm, A. J. (2015b). Understanding public engagement in water conservation
behaviors and knowledge of water policy: Promising hints for Extension. Journal of
Extension, 53(6), Article 6RIB1. Retrieved from http://www.joe.org/joe/2015december/
rb1.php
Huang, P., Lamm, A. J., & Dukes, M. D. (2016). Informing Extension program development
through audience segmentation: Targeting high water users. Journal of Agricultural
Education, 57(2), 60–74. doi:10.5032/jae.2016.02060
Israel, G. D., & Hague, G. W. (2002). A recruiting challenge for Extension education: A
comparison of nonparticipants and participants in homeowner landscaping programs.
Journal of Agricultural Education, 43(4), 76–87. doi:10.5032/jae.2002.04076
Israel, G. D., & Knox, G. W. (2010). Reaching diverse homeowner audiences with
environmental landscape programs: Comparing lawn service users and nonusers
(AEC363). Gainesville, FL: University of Florida.
Kahlor, L., & Stout, P. (2009). Communicating science: New agendas in communication. New
York, NY: Routledge.
Kline, P. (2000). The new psychometrics: Science, psychology and measurement. New York, NY:
Routledge.
Kotler, P., & Roberto, E. L. (1989). Social marketing. Strategies for changing public behavior.
New York, NY: The Free Press.
Kuipers, B. T., Shivan, G. C., & Potter-Witter, K. (2013). Identifying appropriate
communication means for reaching nonindustrial private forest landowners. Journal of
Forestry, 111(1), 34–41. doi:10.5849/jof.12-006
Leal, A., Rumble, J. N., & Lamm, A. J. (2015). Setting the agenda: Exploring Florida residents’
perceptions of water quality and quantity issues. Journal of Applied Communications,
99(3), 53–67. Retrieved from http://journalofappliedcommunications.org/images/stories/
issues/2015/jac_v99_n3_article4.pdf
Marella, R. L. (2013). Water use in Florida, 2005 and trends 1950-2005. Retrieved from
http://pubs.usgs.gov/fs/2008/3080/

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 5, Number 1, 2017

Volume 5, Number 1, 2017

Full Issue, Volume 5, Number 1
Regional Differences in High Water Users

68
65

Marella, R. L. (2014). Water withdrawals, use, and trends in Florida, 2010 (Scientific
Investigations Report 2014–5088). Retrieved from http://pubs.usgs.gov/sir/2014/5088/
pdf/sir2014-5088.pdf
Maupin, M. A., Kenny, J. F., Hutson, S. S., Lovelace, J. K., Barber, N. L., & Linsey, K. S.
(2014). Estimated use of water in the United States in 2010: U.S. Geological Survey
Circular 1405. Retrieved from http://pubs.usgs.gov/circ/1405/pdf/circ1405.pdf.
Monaghan, P., Ott, E., Wilber, W., Gouldthorpe, J., & Racevskis, L. (2013). Defining audience
segments for Extension programming using reported water conservation practices.
Journal of Extension, 51(6), Article 6FEA8. Retrieved from http://www.joe.org/joe/
2013december/a8.php
Monaghan, P., Warner, L., Telg, R., & Irani, T. (2014). Improving Extension program
development using audience segmentation (Publication AEC526). Gainesville, FL:
University of Florida Institute of Food and Agricultural Sciences. Retrieved from
http://edis.ifas.ufl.edu/wc188
Oki, T., & Kanae, S. (2006). Global hydrological cycles and world water resources. Science,
313(5790), 1068–1072. doi:10.1126/science.1128845
Patterson, L. (2012). 2012 RBC Canadian water attitudes study. RBC Blue Water Project.
Retrieved from http://www.rbc.com/community-sustainability/environment/rbc-bluewater/index.html
Shaw, B. R. (2009). Using temporally oriented social science models and audience segmentation
to influence environmental behaviors. In L. Kahlor & P. A. Stout (Eds.), Communicating
science: New agendas in communication (pp. 109–130). New York, NY: Routledge.
South Florida Water Management District. (2008). Water conservation: A comprehensive
program for South Florida. Retrieved from http://sfwmd.gov/portal/page/portal/
xrepository/sfwmd_repository_pdf/waterconservationplan.pdf
University of Florida Extension. (2014). Water. Retrieved from http://solutionsforyourlife.
ufl.edu/environment/water_resources.shtml
U.S. Environmental Protection Agency [USEPA]. (2014a). An introduction to the water elements
of EPA’s strategic plan. Retrieved from http://water.epa.gov/aboutow/goals_objectives/
goals.cfm
U.S. Environmental Protection Agency [USEPA]. (2014b). Fiscal year 2014-2018 EPA strategic
plan. Retrieved from http://nepis.epa.gov/Exe/ZyPDF.cgi/P100KB1L.PDF?Dockey=
P100KB1L.PDF
U.S. Environmental Protection Agency [USEPA]. (2014c). Tomorrow & beyond. Retrieved from
http://www.epa.gov/watersense/our_water/tomorrow_beyond.html
U.S. Environmental Protection Agency [USEPA]. (2014d). Water use today. Retrieved from
http://www.epa.gov/watersense/our_water/water_use_today.html
Vörösmarty, C. J., Green, P., Salisbury, J., & Lammers, R. B. (2000). Global water resources:
Vulnerability from climate change and population growth. Science, 289(5477), 284–288.
doi:10.1126/science.289.5477.284

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 5, Number 1, 2017

Volume 5, Number 1, 2017

Full Issue, Volume 5, Number 1

69

Regional Differences in High Water Users

66

Wagner, K., & Kuhns, M. (2013). Meeting horticulture clientele interests in an urban setting: A
needs assessment for reduced pesticide and pollinator education in the Greater Salt Lake
Area. Journal of the NACAA, 6(1). Retrieved from
http://www.nacaa.com/journal/index.php?jid=221
Warner, L. A., & Schall, W. L. (2015). Using social marketing principles to understand an
Extension audience’s landscape water conservation practices. Journal of Human Sciences
and Extension, 3(1), 46–62. Retrieved from
http://media.wix.com/ugd/c8fe6e_bc167de42310421da5f8fa20aff42b85.pdf
Young, G. J., Dooge, J. C. I., & Rodda, J. C. (1994). Global water resource issues. New York,
NY: Cambridge University Press.

Pei-wen Huang is a research coordinator in the Department of Family, Youth and Community
Sciences at the University of Florida, PO Box 110310, Gainesville, FL 32611.
Alexa J. Lamm is an assistant professor in the Department of Agricultural Education and
Communication and the associate director of the UF/IFAS Center for Public Issues Education at
the University of Florida, 121F Bryant Space Science Center, Gainesville, FL 32611.
Michael D. Dukes is a professor in the Department of Agricultural and Biological Engineering
and the Director for the UF/IFAS Center for Landscape Conservation and Ecology at the
University of Florida, 205 Frazier Rogers Hall, Gainesville, FL 32611.

Acknowledgements
This research was supported by funding from the UF/IFAS Center for Public Issues Education in
Agriculture and Natural Resources and from the UF/IFAS Center for Landscape Conservation
and Ecology.

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 5, Number 1, 2017

Volume 5, Number 1, 2017

Full Issue, Volume 5, Number 1

70

Access to Health Insurance through a Multistate Extension Collaboration

67

Promoting Access to Health Insurance through
a Multistate Extension Collaboration
Joan Koonce
University of Georgia
Judith Aboahye
Tuskegee University
Nick Oliver
Athens Technical College
This paper describes a multistate project that addressed the growing need for
health insurance information for individuals by focusing on the Affordable Care
Act (ACA) and health insurance education and outreach efforts in targeted areas
of the country in federally-facilitated marketplaces with high numbers of
uninsured and underinsured individuals. Specifically, the project provided ACA
and health insurance information to individuals in formal and informal settings to
assist them in choosing a health insurance plan through the Marketplace.
Education and outreach activities included group workshops and presentations,
Q&A sessions, and panel discussions; one-on-one in-person consultations, phone
consultations, and email consultations; and information provided through
websites, blog posts, Facebook posts, tweets, YouTube videos, email blasts,
newsletters, newspaper articles, and radio and TV programs. Health insurance
enrollment assistance was provided by volunteers and some Extension educators
or referrals were made to Navigators or Certified Application Counselors for
enrollment assistance.
Keywords: Affordable Care Act, health insurance education, Marketplace,
uninsured, underinsured
Having health insurance coverage is considered an important necessity because the lack of
coverage can have severe physical and financial consequences on the individual such as
prolonged illness, bankruptcy, and even premature death (Gius, 2010). However, before the
enactment of the Affordable Care Act (ACA), research showed a declining trend in the
percentage of insured persons over the past decade and varying indicators for lack of coverage
among households including age, employment, income status, cost, and health status (Callahan
& Cooper, 2005; Collins, Davis, & Ho, 2005; Gruber, 2008). Reports from the Kaiser Family
Foundation (2015) showed that 55% of nonelderly Americans had employer-sponsored coverage
in 2013 compared to 63% in 2004. The reports also showed that in 2013, an estimated 48% of
Direct correspondence to Joan Koonce at jkoonce@uga.edu
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the total U.S. population had employer coverage, 6% had private coverage, 33% had public
coverage, and the remaining 13% were uninsured (Kaiser Family Foundation, 2015). With the
rising cost of healthcare and the ACA requirement to purchase health insurance or face
penalties, most U.S. households are confronted with the complex decision of choosing affordable
health insurance coverage.
Research also shows many individuals have literacy and numeracy limitations that make
navigating the health care system difficult when trying to find and use information to assist them
in choosing a health insurance plan. Very few individuals understand basic health insurance
concepts such as coinsurance, premiums, and deductibles (Kenney, Karpman, & Long 2013;
Long, Shartzer, & Politi, 2014). Buying health insurance is especially a challenge for individuals
with limited financial, health, and health insurance literacy (Huston, 2010; Tennyson, 2011).
According to Quincy (2012), health insurance literacy is “the degree to which individuals have
the knowledge, ability, and confidence to find, use, and evaluate information in health insurance
plans, choose the plan that best meets their and their family’s needs based on their financial
situation and health status, and use the health insurance once purchased” (p. 7). Given that
limited health insurance literacy can lead to challenges in choosing a health insurance plan, there
is a growing need for health insurance education and outreach. Health insurance literacy of
individuals, especially uninsured and underinsured individuals who are just starting to select
health insurance plans, is more important than ever.
This paper describes a multistate project funded through a competitive grant from U.S.
Department of Agriculture National Institute of Food and Agriculture (USDA NIFA) with the
goal of assisting as many uninsured and underinsured individuals as possible with purchasing a
health insurance plan through the Marketplace. The Marketplace is where individuals shop and
enroll in health insurance plans. It is operated by the federal government in most states, but is
state-run in some states (Centers for Medicare & Medicaid Services, 2016).
To achieve this goal, Extension educators and volunteers provided both informal and formal
outreach to provide individuals with ACA and health insurance information that would be
helpful in this process. Volunteers and some Extension educators provided enrollment
assistance. When it was not possible to provide enrollment assistance, Extension educators
referred individuals to Navigators and Certified Application Counselors (CACs). Navigators and
CACs were hired by organizations and agencies who applied and received grant funds from
CMS to provide enrollment assistance to individuals purchasing insurance in the Marketplace.
The project targeted areas of the country with high numbers of uninsured and underinsured
individuals in federally-facilitated marketplaces. The specific objectives of the project were to 1)
educate uninsured and underinsured individuals about health insurance terminology and their
healthcare options, 2) provide individuals with resources to make informed decisions regarding
their health insurance coverage, and 3) provide information about new options that are the result
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of passage of the ACA, as well as enhancements to existing programs such as Medicare,
Medicaid, and the Children's Health Insurance Program (CHIP).
Project Overview
During the first open-enrollment period (2013–2014), 12 states in federally-facilitated
marketplaces, identified as having high uninsured and underinsured populations, were selected to
participate in the project. These states were Alabama, Florida, Georgia, Kansas, Michigan,
Missouri, North Carolina, Pennsylvania, Tennessee, Texas, West Virginia, and Wisconsin.
Project participants were Cooperative Extension state specialists, county and regional educators,
and volunteers. The University of Georgia (UGA) Cooperative Extension served as the lead
institution, and Extension at universities in other states were partnering institutions. The person
who served as the project coordinator in each state was required to attend a one-day training in
Washington D.C. facilitated by the project coordinator at the lead institution and USDA NIFA.
Ongoing training was provided throughout the project by the lead institution via webinars and
weekly conference calls. After the one-day training, project coordinators recruited Extension
educators and/or volunteers to work with consumers in their respective states. Approximately
300 Extension educators and volunteers across the 12 states were recruited to provide ACA and
health insurance education and/or information and outreach in 500 counties across the nation.
Project coordinators, Extension educators, and volunteers were required to complete the CAC
online training provided by CMS prior to participation in the project.
The funding agency encouraged project coordinators to use the ACA and health insurance
resources already developed by CMS. However, because Extension is different in each state and
the needs of audiences varied, each state could use additional resources that worked best with
their audiences and the types of education and/or outreach provided. Some project coordinators
used their own resources, while others used resources created by the project coordinator in the
lead state, Smart Choice Health Insurance© (University of Maryland Extension, 2016), Making a
Smart Choice for Farm Families (Riportella & O’Neill, 2015), and AARP resources. Each
project coordinator facilitated statewide education, outreach, and enrollment activities in his/her
state; conducted in-person and/or online training events for Extension educators and volunteers;
and provided ACA and health insurance resources, materials, and support.
Both direct and indirect education and outreach was provided to individuals. Direct education
and outreach for groups included educational workshops and presentations, Q&A sessions, and
panel discussions. Individual outreach was done through one-on-one in-person consultations,
phone consultations, and email communication. Indirect education and outreach consisted of
providing information through websites, blog posts, Facebook posts, tweets, YouTube videos,
email blasts, newsletters, newspaper articles, and radio and TV programs. Educators and
volunteers collaborated with state and local agencies to provide enrollment assistance events and
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educational information sessions, as well as to disseminate educational materials. Flyers and
other materials were also distributed at community events such as health fairs, job fairs, etc.
Enrollment assistance was provided by volunteers and Extension educators in one state.
However, Extension educators were not allowed to provide enrollment assistance in the other
states. In these states, consumers were referred to Navigators or CACs for enrollment assistance.
Both ACA and health insurance information were provided to consumers. ACA topics included
the requirement to purchase health insurance; major provisions of the ACA; and information
about the Marketplace, coverage options, penalties for not obtaining coverage, exemptions
available, premium tax credits, and cost sharing subsidies. Health insurance topics included
types of health insurance plans; important health insurance terms and concepts such as
deductibles, coinsurance, copayments, etc.; and examples of how health insurance works.
The funding agency required weekly reports. Project activities were measured using an online
survey (Qualtrics) link that was sent to all participating universities to complete each week.
Each university provided weekly data for aggregation to the lead institution on types of
education and outreach conducted, number of consumers reached at each event, consumer
referral or enrollment assistance, distribution of materials, consumers’ comments, key successes,
and problems and obstacles. Each university also reported on additional counties served,
educators and volunteers recruited and trained, supplemental materials used in addition to CMS
materials, and expanding partnerships and collaborative events. Data to determine the impact of
the education and outreach on consumers’ knowledge and behavior were not obtained.
Project Outcomes
A total of about 4,820 direct health education and outreach activities reached 39,303 individuals
from all participating universities. Of the consumers reached, 10,749 were young adults (18–35
years old), and 3,470 had a primary language other than English. These activities included direct
group educational and collaborative events such as workshops and presentations, Q&A sessions,
panel discussions, and other community education and outreach events. In addition to group
activities, individuals were reached through direct one-on-one activities such as in-person,
phone, and e-mail consultations.
Health insurance information was provided to another 60,000 people through dissemination of
materials including information tables at health fairs, job fairs, Volunteer Income Tax Assistance
(VITA) sites, and other similar events. Over 2.5 million individuals were also reached indirectly
with educational and enrollment assistance and referral information through websites, blog posts,
Facebook posts, tweets, YouTube videos, email blasts, local TV and radio programs, newsletters,
and newspaper articles. Further, 39,357 individuals were provided direct health insurance
enrollment assistance through volunteers, and Extension educators in one state or referred to
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health insurance Navigators, CACs, or agencies for enrollment assistance if Extension educators
were not allowed to provide enrollment assistance.
Extension educators were asked to provide success stories when they did their weekly reporting,
but there was no systematic process for collecting comments from individuals who participated
in the education and outreach. However, educators shared many positive comments from
participants in their education and outreach. Based on the comments, some individuals could
obtain health insurance for the first time in as many as 10–15 years, and some had premiums as
low as $25 per month. Some expressed a better understanding of the premium tax credit, costsharing subsidy, penalties for not obtaining coverage, and exemptions for certain groups of
individuals as well as how the ACA impacts their individual or family’s financial decisions.
Some positive comments received from educators follow:







A consumer who attended a Smart Choice workshop said she was so confused and scared
in the past that doing nothing and going without health insurance was easier than trying
to buy it, but now she has confidence in how to compare plans and was ready to purchase
health insurance.
A small business owner was able to enroll at a reasonable premium with the help of a
Navigator who visited his church to offer enrollment education and assistance. He made
an announcement about the Navigator’s help at a church meeting, and a dozen others
also announced they were able to enroll with the help of a Navigator.
A college student who was losing her health insurance and just found out she was
pregnant was very grateful for the information provided and the referral to a Navigator.
A consumer had previously been uninsurable due to pre-existing conditions and was very
excited to have affordable health coverage.
Limitations and Recommendations

There were challenges and limitations to implementing the project that are important to note.
Program evaluation is an important component of any education and outreach, but with this
multistate project, impact data were not obtained. The design, development, implementation,
and evaluation of the project was substantially coordinated by the funding agency, and the type
of data reported by the partnering institutions to the lead institution was very specific and did not
allow for evidence-based conclusions. Data had to be reported quickly, and time did not allow
for data collection to determine impact. In addition, there was no systematic method used to
collect the qualitative data. Educators were only asked to report success stories. The inability of
some Extension educators to provide health insurance enrollment assistance was another
limitation. Because of the political nature of the ACA in most states, Extension educators in all
states except one were not allowed to provide enrollment assistance and were only able to refer
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individuals to enrollment assisters. Another limitation was recruiting attendees for in-person
group workshops and presentations.
Even with the limitations of the project, some recommendations can be made to overcome
limitations such as in-person access to deliver education. Extension educators can continue to
provide ACA and health insurance education and outreach to individuals and assist with health
insurance enrollment. If educators are allowed to provide education, but not enrollment
assistance, recruiting and training volunteers and/or referring individuals to Navigators or CACs
may be options. Educators can work with Navigator and CAC agencies to offer health insurance
education and enrollment sessions together similar to what is done at some VITA sites. Tax
return preparation is an optimal time to provide financial education as individuals will be
present. Likewise, individuals are more likely to show up to obtain assistance with health
insurance enrollment providing an opportunity for health insurance education to be provided at
that time. Working with Navigators, CACs, and other community groups will assist educators in
finding audiences to teach about purchasing and using health insurance. Educators can teach
about choosing a health insurance plan at the education and enrollment sessions and follow up
with individuals later to provide a workshop or presentation on how to use health insurance.
Both quantitative and qualitative data could be collected at the education and enrollment session
and later at the follow-up to evaluate the effectiveness of the educational sessions.
Conclusions
Some low-income households did not qualify for the premium tax credit and were exempt from
the penalty for lack of health insurance because their incomes fell below the Federal Poverty
Line (FPL). Most of these consumers who resided in states that expanded Medicaid eligibility
qualified for Medicaid coverage. However, there were still many eligible individuals who did
not enroll in a health insurance plan. Although it was not clear, at the time of the project, why
many eligible individuals remained uninsured, lack of knowledge about their eligibility and
historic enrollment barriers could offer some possible explanations. Future education, outreach,
and enrollment efforts could play an important role in assisting households and individuals in
gaining more competence in making health insurance purchase decisions.
This multistate project has ended, but Extension can continue to play a vital role in promoting
health insurance literacy. Kim, Braun, and Williams (2013) conducted a health insurance
curricula and material review and found that Extension in only a few states had curricula for
adults. They also found that nonprofit organizations, foundations, and state and federal
governments also created health insurance educational programs and information. The materials
created by these entities were primarily informational and not skills-based, the development and
testing of materials were not usually based on research, and a standardized evaluation instrument
was not available to evaluate their effectiveness.
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Extension in several states, including Maryland, Missouri, and Wisconsin, began health
insurance initiatives and programs before this multistate project was funded, and these initiatives
and programs continue. For example, the University of Maryland created the Smart Choice
Health Insurance© curriculum and trained educators throughout the U.S. to deliver the program.
The University of Missouri created the Health Insurance Education: Options for You and Your
Family program, and The University of Wisconsin had initiatives called Covering Kids and
Families and Covering Wisconsin. The Smart Choice health insurance curriculum in Maryland
provides important evidence of continued educational efforts by Extension educators and
changes in health insurance literacy among individuals who participate in the program.
According to Brown et al. (2016), between August and November 2013, 89 educators in 25
states were certified to teach the Smart Choice curriculum, and in 2015, almost 200 educators in
31 states had been trained. Data collected from 994 participants of the Smart Choice program in
seven states between September 2013 and April 2014 showed that participation in the program
increased participants’ confidence and capability to make a smart health insurance choice for
their family (Brown et al., 2016). Although impact data were not collected during the multistate
project reported in this article, data from the Smart Choice program provide evidence that
education and outreach can be effective in increasing the health insurance literacy of individuals
(Bartholomae, Russell, Braun, & McCoy, 2016).
Because individuals must re-enroll in health insurance coverage each year and learn how to
effectively use their coverage, there is still a lot of work that Extension needs to do nationally to
assist individuals with choosing and using their health insurance coverage. The role of
Extension in addressing the health insurance literacy needs of consumers is so important that the
Cooperative Extension National Framework for Health and Wellness identified health insurance
literacy as one of six priorities (Braun et al., 2014). To assure that the priority was put into
action, the Extension Committee on Organization and Policy (ECOP) appointed a Health
Insurance Literacy Action Team. In early 2016, the team submitted recommendations on health
insurance literacy education and outreach for the national Cooperative Extension system.
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Investigating Confusion Between Perceptions of
Relationship Education and Couples Therapy
Brandon K. Burr
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Although relationship education (RE) and couples therapy (CT) have similar
goals in helping build and sustain healthy couple and family relationships, there
remains confusion between the focus and structure of the two services. Literature
on the marketing of family programs indicates that the awareness level of the
target audience should dictate marketing and recruitment messages. Lack of
awareness regarding RE and confusion over the difference between RE and CT
most likely affects the decision to attend. In order to inform RE recruitment and
marketing approaches, this study investigated overall perceptions of RE, RE
awareness, and confusion regarding the difference between RE and CT in a
sample of 1,977 individuals. Differences in perceptions were also explored by
relationship satisfaction and gender. Results showed a fairly high lack of
awareness of RE and confusion between RE and CT. Results also showed that
respondents in more satisfying relationships see RE less positively, and men see
RE less positively than women. Implications for practitioners and researchers
are presented.
Keywords: relationship education, couples, marketing, decision making
Although overlap exists among the goals of relationship education (RE) and couples therapy
(CT) (Karam, Antle, Stanley, & Rhoades, 2015), there remains confusion between the focus and
structure of the two services (Burr, Hubler, Gardner, Roberts, & Patterson, 2014). Markman and
Rhoades (2012) define RE as “efforts or programs that provide education, skills, and principles
that help individuals and couples increase their chances of having healthy and stable
relationships” (p. 169). In general, RE is framed as a primary prevention service (i.e., assist in
reducing or deterring potential issues faced by couples), and CT as tertiary prevention or
intervention (i.e., assist with more complicated and/or chronic issues) (DeMaria, 2005; MyersWalls, Ballard, Darling, & Myers-Bowman, 2011). Overall, few individuals and/or couples seek
out either service, and RE in particular has experienced various issues related to recruitment
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(Burr, Gardner, Cox, Lazelere, & Hubler, 2015; Doss, Rhoades, Stanley, & Markman, 2009;
Wood, Moore, Clarkwest, & Killewald, 2014). One possible reason for recruitment issues with
RE could be the lack of awareness and knowledge about the two services (RE and CT) –
differences in their structure and scope. Marketing messages in RE recruitment efforts can help
clarify misconceptions and boost attendance. Past findings (e.g., Morris, Cooper, & Gross,
1999) show that marketing/promotion has an impact on attendance and program outcomes.
However, calls to more systematically investigate marketing in RE (e.g., Guerney & Maxson,
1990; Morris et al., 1999) have yet to be answered in many ways. This study seeks to explore
perceptions of RE and potential confusion between RE and CT in a sample of 1,977 individuals
to help inform RE marketing efforts. We also explore how these perceptions differ by
relationship satisfaction and gender.
Models Describing the Distinction Between Education and Therapy Services
In terms of overall scope, both family life education and family therapy seek to support healthy
families but often use different approaches. These different approaches often require different
credentials which can help determine which service is best matched with the current family
situation and/or need. For example, Doherty’s (1995) Level of Family Involvement model
introduces five levels based on educational and ethical standards to promote healthy family
functioning. The levels range from minimal emphasis on the family (level 1) to family therapy
(level 5). Each level is different in approach, focus, and the credentials needed to boost the
effectiveness of the service. Building on Doherty’s model, Myers-Walls et al. (2011) further
describe differences (answering the questions why, when, for whom, and how) between family
life education, family case management, and family therapy. The authors also highlight the need
for different family professionals to communicate and coordinate with one another to provide the
best-matched service based on the family’s need(s). Figure 1 contains a brief description of the
different levels in Doherty’s model.
Figure 1. Level Descriptions of Doherty’s (1995) Model
Level
Level One:
Minimal Emphasis
on Family
Level Two:
Information and
Advice

Description
Parents and family members are not the main focus in this level. Very little
attention is paid to the needs of the parents or family. The facilitator usually does
not require the professional skills to successfully work with families.
Includes collaborative activities with the family members and the facilitator. The
facilitator has good communication skills, can successfully ask informative
questions, and understands how to engage the family. At level two, the family
life educators can provide information to a number of families in a low-risk
environment, such as a one-time didactic workshop. At level two there is limited
affective process and limited discussion depth.
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This level builds on level two while incorporating the family’s feelings and
experiences. Empathetic listening is present, as well as gentle probing about
feelings to promote an open environment for sharing and problem solving.
Sharing and discussion are used as part of the educational process. At level three,
the family life educator is able to help families deal with and discuss normative
stressors rather than traumatic, personal issues. The family life educator would be
knowledgeable about how and when to provide a referral to a therapist for further
assistance.
This level builds on the previous two levels while also including assessments and
planning for change in families. This level is mainly focused on high risk
families. Level four usually involves more than just parent and child. It may also
include extended family members, co parents, or grandparents. Family life
educators may facilitate this level.
This level falls outside the ethical boundaries for family life educators to
facilitate. This level includes serious family issues which require consent to treat.
This level addresses and develops a treatment plan to alleviate maladaptive family
situations. This service likely will occur for continuous weeks.

What Do We Know about Confusion between RE and CT?
Although scant, there is some evidence of confusion between RE and CT in prior literature. In a
sample of 99 couples, Burr et al. (2014) found that couples discussing the pros and cons of
attending RE often began their conversations using the misguided terms “counseling” or
“therapy.” Roberts and Morris (1998) found that those who did not attend marriage enrichment
programs were more likely to see the service as “therapeutic,” while those who did attend were
more likely to see the service as “educational.” Thus, this confusion can be problematic if
individuals and couples do not understand the distinctions between the two services, as this may
affect the interest in participating and may sway the decision to attend.
Marketing Family Programs and Theoretical Underpinnings
When considering what sways an individual or couple to choose a relationship service, the level
of awareness is often a strong predictor. Target market awareness levels will dictate most
program operation decisions, including marketing and recruitment messages (Pawel, 2015).
According to Masterson and Forde (2011), there are five levels of awareness used in making
decisions. These levels range on a continuum from unawareness of having a problem to most
aware (i.e., having a solution but needing more details on how the solution can be
accomplished). In terms of RE, the target market/audience may be unaware of RE, confused
about the focus of RE, uninformed of the benefits of RE, or downplay the need for RE.
In addition to awareness, attitudes and perceptions also affect the decision to attend. Ajzen’s
(1991) Theory of Planned Behavior suggests that intention predicts behavior, and attitude shapes
intention. With RE, someone would be more likely to attend if he/she held a positive attitude
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toward attending. However, if there is confusion/unawareness over the nature of RE, or a
misguided perception, the attitude toward RE is affected.
Potential Differences in RE Attitudes
Relationship Satisfaction
Although the literature is somewhat mixed, there is some evidence that relationship satisfaction
impacts the decision to attend RE. For instance, Roberts and Morris (1998) found that couples
attending RE rated communication skills lower than those who chose not to attend, and Morris,
McMillan, Duncan, and Larson (2011) found that those who attended RE had lower relationship
satisfaction and rated communication skills lower than those who did not attend. Additionally,
Burr et al. (2014) found that many couples expressed that attendance of RE would depend upon
whether there is an issue/problem in the relationship. Thus, some couples, thinking of RE as
more of a therapeutic service, may believe that a relationship “need” is a precursor to attendance
or that lower levels of relationship satisfaction are necessary to attend RE.
While RE is not, by design and definition, a therapeutic or intervention service, there is some
evidence that couples experiencing some relationship distress attend and benefit from RE
(DeMaria, 2005; Halford & Bodenmann, 2013). However, largely, couples at risk for
relationship distress are underrepresented in RE programming (Halford, O’Donnell, Lizzio, &
Wilson, 2006). Yet, due to its broader educational approach, RE may be a good entrance point
to reach diverse groups of individuals and couples (e.g., after attending RE, a couple may decide
to seek further assistance and see a therapist; Doherty & Lamson, 2015).
Gender Differences
There is limited information available on gender differences in attitudes towards seeking
relationship services. Bringle and Byers (1997) found that women indicated they would be more
likely to seek counseling and held more positive attitudes than men. Doss, Atkins, and
Christensen (2003) found that women were significantly more likely to initiate the process of
seeking therapy and held more positive attitudes towards CT than their husbands. In terms of
RE, Burr et al. (2015) found that women held more positive attitudes than their male partners.
Current Study
Extension services seek to offer evidence-based relationship programming tailored to the needs
of the audience (Goddard & Schramm, 2015). However, in order to increase program
attendance, additional research is needed to effectively shape marketing messages. As
highlighted here, awareness and attitudes most likely affect the decision to attend RE. Confusion
between RE and CT affects both the awareness level and the attitude toward RE, and attitudes
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may differ by factors such as relationship satisfaction and gender. In an effort to better inform
RE marketing and recruitment practices, this study explores perceptions of RE, awareness of RE,
confusion between RE and CT, and differences by relationship satisfaction and gender.
Based on the identified gaps in this topic area, this study investigated the following general
research questions:
R1: Is there evidence of limited awareness of RE?
R2: Is there evidence of confusion between RE and CT?
R3: Do those reporting higher relationship satisfaction hold more negative attitudes
toward RE?
R4: Do those in distressed relationships perceive RE more positively?
R5: Are there gender differences in perceptions of RE and awareness/confusion regarding
RE?
R6: Are there relationship status differences in awareness/confusion regarding RE?
Method
Sample
Based on the focus of the study to primarily investigate confusion and awareness levels about
RE, those who reported not attending RE in the past were selected from a larger online survey
sample on attitudes toward RE. This resulted in a sample of 1,977 individuals. The sample was
primarily female (74.9%). Participant age ranged from 18–96 years (M = 29.94, SD = 11.86).
Of these individuals, 82.1% identified as Caucasian, 6.7% as Hispanic/Latino, 3.1% as Native
American or Alaskan Native, 3.0% as African American/Black, 2.6% as Asian/Pacific Islander,
0.4% as Middle Eastern/Arab, with the remaining 2.1% identifying as other. In regards to
income, 16.5% reported an income between $0 and $10,000, 11.6% between $10,001 and
$20,000, 10.9% between $20,001 and $30,000, 11.5% between $30,001 and $40,000, 8.7%
between $40,001 and $50,000, 7.5% between $50,001 and $60,000, 7.4% between $60,001 and
$70,000, 6.3% between $70,001 and $80,000, 4.1% between $80,0001 and $90,000, 4.7%
between $90,001 and $100,000, 10.8% above $100,000. In terms of highest level of education
attained, 1% reported less than high school, 12.7% reported they were high school graduates or
obtained a GED, 5.6% attended a vocational-tech/trade school, 47.4% attended some college,
24.6% obtained a college degree, 2.8% completed some postgraduate work, and 5.9% obtained a
post-graduate degree. Regarding the individuals’ relationship status, 48.3% reported they were
married, 2.7% were divorced, 1.1% were separated, 8.1% were currently living with their
romantic partner, 1.1% were remarried, 23.2% were single, 14% were in a committed
relationship but were not living with their romantic partner (i.e., dating), and 1.5% reported
“other.”
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Procedures
After institutional review board approval was granted, participants completed an online survey
using the Qualtrics online platform. The survey was distributed across college/university
campuses and through social media. The survey consisted of questions directed toward
participants’ demographics and various items assessing attitudes towards RE.
Measures
Relationship satisfaction. Relationship satisfaction was measured via the Couple Satisfaction
Index – 4 (CSI(4); Funk & Rogge, 2007). The measure assesses relationship satisfaction via four
items: 1) All things considered, I would rank my degree of happiness in my relationship as
[ratings range from 0 (extremely unhappy) to 6 (perfect)]; 2) I have a warm and comfortable
relationship with my partner [ratings range from 0 (not at all true) to 5 (completely true)]; 3)
How rewarding is your relationship with your partner? [ratings range from 0 (not at all) to 5
(completely)]; and 4) In general, how satisfied are you with your relationship? [ratings range
from 0 (not at all) to 5 (completely)]. The recommended cut score of 13.5 was utilized to
differentiate those in distressed relationships (Funk & Rogge, 2007). Internal consistency was
high (α = .93).
Relationship education attitudes. Since there is little available information on RE attitudes,
two items were created for this study to measure positive aspects/benefits: I feel attending a
relationship education class/workshop could be beneficial for my relationship/future relationship
and I feel attending a relationship education class/workshop would be beneficial for me as a
person. Also, four items were created to measure the perceived “need” for RE: A strong couple
would not need to attend a relationship education workshop/class; If I want to learn skills to help
my relationship, I would not rely on a relationship education class/workshop; I prefer to manage
issues in my family/relationship on my own without outside help; and I would be skeptical of the
motive/purpose of a relationship education class/workshop. For all items, participants marked
their agreement on a 10-point scale ranging from 1 (strongly disagree) to 10 (strongly agree).
Confusion and unawareness with/of relationship education. Confusion and unawareness
were measured via two separate items: I really don’t see a difference between relationship
education/therapy and counseling and I am not sure what a relationship education program is or
what these programs do. For both items, participants marked their agreement on a 10-point scale
ranging from 1 (strongly disagree) to 10 (strongly agree).
RE descriptions. To further understand participants’ thoughts and descriptions of RE in their
own words, the following open-ended prompt was used in the survey: Please describe in 1-2
sentences, what first comes to mind when you think of the term “relationship education.”
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Results
The current study investigated the association between perceptions of RE and relationship
satisfaction using bivariate correlations; differences in perceptions of RE between those who met
the cutoff for relationship distress via the CSI(4) and those who did not using independent
samples t-tests; gender differences and relationship status differences in perceptions of RE and
confusion regarding RE using independent samples t-tests; and descriptive statistics to explore
confusion between RE and CT, and awareness of RE. Analysis pertaining to relationship
satisfaction was conducted with only those reporting a current relationship (n = 1,414). The
open-ended data on participant descriptions of RE was analyzed using autonomous counting
methods. Counting methods are often used to produce counts or numbers to serve as significant
research findings (Hannah & Lautsch, 2011). Running counts/totals were created for responses
using such terms as “counseling” or “counselor” and “therapy” or “therapist” to describe the
focus/scope of RE.
R1: Is there evidence of limited awareness of RE?
An examination of the descriptive statistics for the item, I am not sure what a relationship
education program is or what these programs do, showed a mean of 5.30 and median of 5.00;
these findings were at or above the midpoint for agreement on the 10-point scale. The
descriptive statistics showed 33.3% marked a 7 or higher in terms of strength of agreement,
while 15.2% marked a 9 or 10 in terms of strength of agreement.
R2: Is there evidence of confusion between RE and CT?
An examination of descriptive statistics for the item, I really don’t see a difference between
relationship education and relationship therapy/counseling, showed a mean of 5.20 and median
of 5.00; these findings were at or above the midpoint for agreement on the 10-point scale. The
descriptive statistics showed 31.9% marked a 7 or higher in terms of strength of agreement,
while 15.1% marked a 9 or 10. Results for the open-ended question asking participants to
describe RE showed 380 participants (22%) described RE using the terms
“counseling/counselor” or “therapy/therapist.”
R3: Do those reporting higher relationship satisfaction hold more negative attitudes toward RE?
Bivariate statistics showed relationship satisfaction was significantly and negatively correlated
with positive aspects/benefits of RE (e.g., I feel attending RE could benefit my relationship;
r(1334) = -.20, p < .01) and significantly and positively correlated with the lack of need for RE
(e.g., If I want to learn skills to help my relationship, I would not rely on RE; r(1324) = .10; p <
.01). See Table 1 for all correlations and descriptive statistics.
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Table 1. Variable Means, Standard Deviations, and Bivariate Correlations
Variable
Mean
SD
Range
1) Relationship
19.87
4.48 21.00
satisfaction
2) RE would be
6.33
2.60 9.00
beneficial for me as a
person
3) RE would improve
6.64
2.57 9.00
my relationship/future
relationship
4) To learn skills I
4.51
2.30 9.00
would not rely on RE
5) I prefer to manage
5.54
2.54 9.00
issues in my
family/relationship on
my own
6) A strong couple
3.64
2.53 9.00
would not need RE
7) I would be skeptical 4.30
2.42 9.00
of the motive/purpose
of RE
Note. “RE” indicates “relationship education”; **p < .01
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R4: Do those in distressed relationships perceive RE more positively?
Independent samples t-tests showed that those who met the cut score criteria for relationship
distress reported more positive attitudes toward RE and more positive appraisals of RE. They
also had significantly higher means on both items assessing the positive aspects of RE and
significantly lower means on the four items assessing the perceived need for RE (see Table 2).
Table 2. Comparing Relationally Distressed (N = 164) and Nondistressed (N = 1,170)
Individuals on RE Perceptions
Item

M
(distressed in
parentheses)
6.24 (7.24)
6.50 (7.42)

SD
(distressed in
parentheses)
2.54 (2.67)
2.54 (2.60)

RE would be beneficial for me as a person
RE would improve my relationship/future
relationship
To learn skills, I would not rely on RE
4.56 (4.01)
2.23 (2.27)
I prefer to manage issues in my
5.71 (5.00)
2.51 (2.60)
family/relationship on my own
A strong couple would not need RE
3.75 (3.10)
2.58 (2.33)
I would be skeptical of the motive/purpose
4.29 (3.64)
2.38 (2.31)
of RE
Note: “RE” indicates “relationship education”; ** p < .01, ***p < .001

t

Cohen’s d

-4.71***
-4.17***

0.41
0.36

2.52**
3.47**

0.21
0.29

3.27**
3.30**

0.26
0.28

R5: Are there gender differences in perceptions of RE and awareness/confusion regarding RE?
Independent samples t-tests showed that women held more positive perceptions of RE. Also, the
results showed women were more aware of the focus of RE programs and reported less
confusion about differences between RE and CT (see Table 3).
Table 3. Comparing Men (N = 495) and Women (N = 1, 475) on RE Perceptions
Item

M
(men in
parentheses)
6.51 (5.82)
6.81 (6.13)

SD
(men in
parentheses)
2.59 (2.55)
2.55 (2.49)

RE would be beneficial for me as a person
RE would improve my relationship/future
relationship
To learn skills, I would not rely on RE
4.37 (4.91)
2.22 (2.49)
I prefer to manage issues in my
5.38 (6.01)
2.52 (2.55)
family/relationship on my own
A strong couple would not need RE
3.42 (4.84)
2.44 (2.65)
I would be skeptical of the motive/purpose
4.07 (4.84)
2.35 (2.52)
of RE
Not sure what RE is
5.22 (5.55)
2.70 (2.65)
I don’t not see a difference between RE
5.11 (5.48)
2.65 (2.86)
and CT
Note: “RE” indicates “relationship education”; *p < .05, ***p < .001
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t

Cohen’s d

-5.16***
-5.13***

0.27
0.27

4.51***
4.81***

0.23
0.25

6.31***
6.10***

0.56
0.32

2.41*
2.55*

0.13
0.13
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R6: Are there relationship status differences in awareness/confusion regarding RE?
Independent samples t-tests showed that those who were married agreed significantly more
strongly with the statement, I really don’t see a difference between relationship education and
relationship therapy/counseling, when compared to those who were not married. Also, those
who were married agreed significantly less strongly with the statement, I am not sure what a
relationship education program is or what these programs do, when compared to those who
were not married (see Table 4).
Table 4. Comparing Not Married (N = 999) and Married (N = 977) on RE Perceptions
Item

M
(not married in
parentheses)
5.33 (5.08)

SD
(not married in
parentheses)
2.72 (2.70)

I don’t see a difference between RE and
CT
Not sure what RE is
4.87 (5.71)
2.60 (2.71)
Note: “RE” indicates “relationship education”; *p < .05, ***p < .001

Cohen’s d

t

-2.07*

0.09

7.00***

0.32

Discussion
This is the first known study to assess perceptions of RE relating to confusion between RE and
CT and investigate differences in these perceptions based on gender, relationship status, and
relationship satisfaction. Breaking down stigma and misconceptions about the focus and
structure of RE and disseminating accurate information are important steps to bolster effective
recruitment efforts. Substantive patterns in the study findings are highlighted below.
The results showed those in more satisfying relationships reported more negative attitudes
toward RE, and those in distressed relationships reported more positive attitudes. This finding
supports the notion that respondents may believe that a relationship issue needs to be present
before someone would choose to attend RE (i.e., If there is nothing “wrong” in the relationship,
there is no need to fix it.). Therefore, those in more satisfying relationships may be less likely to
see the need to seek out a relationship service than those in distressed relationships. However,
these perceptions of RE are more in line with the intervention/therapy perspective, whereas the
“true” scope of RE is more preventative and enrichment focused (DeMaria, 2005; Markman &
Rhoades, 2012). In essence, if couples are aware that RE can prevent problems, they may attend
regardless of satisfaction level and before relationship problems are present.
The results showed a high degree of uncertainty about the focus of RE, and how the focus differs
from therapy. Difference tests showed the lack of awareness of RE and the confusion between
RE and CT were greater for men. Results also showed the difference between men and women
was not particularly strong (small effect sizes for differences; both men and women had a fairly
high degree of unawareness of RE and confusion about the difference between RE and CT).
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In terms of differences in awareness of RE and confusion between RE and CT by relationship
status, the findings were somewhat paradoxical. Those married reported significantly stronger
agreement with the statement on confusion between RE and CT than those not married, but
significantly less agreement with the statement on lack of awareness of RE. These results are
somewhat puzzling in that one would expect that if someone reports greater awareness of what
RE is and does, they would also report less confusion between RE and CT. However, we believe
that these mixed results on the two items actually underline greater overall confusion about the
nature and focus of RE. Descriptive statistics support this theory, as means for both those in the
married and unmarried group were just below or above five on the 10-point scale (showing a fair
amount of confusion and lack of awareness for both groups).
The results of the qualitative question asking participants to describe what RE is in their own
words are particularly telling. More than one out of every five responses used the exact terms
“counseling/counselor” or “therapy/therapist” to describe RE. This result further underscores
that many do not make a distinction between RE and CT and adds more support to previous
findings on the lack of clarity between RE and CT (e.g., Mace, 1982; Roberts & Morris, 1998).
Also, following Theory of Planned Behavior ideas, differences in attitudes, unawareness, and
confusion would likely affect intentions regarding RE and the decision to attend. Further efforts
are needed to clarify this distinction.
Limitations
There are some limitations to this study. The study design is cross-sectional and largely
descriptive; thus, no claims can be made about causal relationships. Additionally, the sample
was primarily Caucasian (82%), fairly educated (81% reporting some college or above), and
somewhat younger (mean age just under 30). Overall, the sample was lacking in diversity, and
the findings may not be representative of those of more diverse age, ethnic, racial, and
socioeconomic backgrounds.
Future Directions
Implications for Practitioners and Researchers
Based on the study findings, three implications are highlighted here. First, the findings point
toward the importance of using different recruitment messages for different audiences. Just as
one size fits all Extension education programs are likely ineffective (Goddard & Schramm, 2015;
Goddard & Olsen, 2004), this study extends this idea to marketing messages as well. For
instance, women reported overall more positive appraisals toward RE, and men less need and
more skepticism of RE. While women may respond to RE marketing messages currently in use
(e.g., RE as an opportunity to gain skills, such as communication and conflict resolution), men
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may respond more positively through normalization messages—that RE can be helpful for most
people and most couples in various situations, not only those experiencing some challenges, and
that many couples (whether experiencing some challenges or not) can attend and benefit.
Future research should also investigate and incorporate RE topics of particular importance to
men to reduce skepticism. Historically, RE recruitment messages and settings have catered more
to women (Markman & Rhoades, 2012). Also, marketing messages emphasizing the potential
benefits of RE (e.g., improve communication, learn conflict resolution, grow closer, etc.) may be
more attractive to distressed individuals and couples, while external factors such as raffles,
prizes, or fun, date-like settings may be more attractive to more satisfied couples.
Second, findings underscore the need to educate the public on the format/scope of RE as a
prevention relationship resource, which is different than the interventionist scope often used in
therapy. Public stigma is often attached to seeking help, especially psychological
therapy/treatment (Corrigan, 2004; Vogel, Wade, & Haake, 2006). Larger-level informational
campaigns through public service announcements, television, and web exposure could be helpful
in this process. If RE is seen as indistinguishable from therapy, recruitment and attendance are
likely to suffer. Future efforts should seek to reduce stigma associated with both services.
Third, researchers should investigate and evaluate larger-level approaches to educate the public
on the scope and focus of RE, as well as potential benefits. We are currently working to create a
simple, brief module to provide information on RE and hope to evaluate the effectiveness of this
information in the coming years. We call on others who work in Extension and other areas of
the field of couples and relationship education to join this effort to disseminate accurate
information about RE to help alter misguided perceptions.
Conclusion
This is the first known study to investigate specific perceptions, awareness, and confusion
regarding RE. These results suggest specific means for enhancing RE recruitment and
implementation, and while not particularly diverse, the sample is sufficiently large to highlight
the pervasive nature of misconceptions about RE. The calls made by Guerney and Maxson
(1990) and Morris, Cooper, and Gross (1999) to give more serious attention to marketing plans
in RE have gone largely unanswered. Confusion and misguided perceptions persist. As
suggested through the results of this study, further effort is needed to find ways to alter
misconceived perceptions of RE and tailor marketing messages to highlight the potential benefits
for individuals and couples of various circumstances. Such efforts will assist the public in
making better informed decisions on seeking relationship help and enrichment services.
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This study’s goal was to identify how to increase National Guard and Reserve
military family participation in research. Compared to Active Duty, families of
National Guard and Reserve members are more geographically dispersed and
less connected to a military base which can prove problematic for research
recruitment and participation. We conducted a focus group study with Service
Members and spouses (N = 14) to ascertain their perspectives on (a) whether
National Guard and Reserve families would be interested in participating in
research studies, (b) potential effective strategies for recruitment, (c) ideal data
collection procedures, and (d) how to retain these families in longitudinal studies.
Information provided in the focus groups was assessed using open and axial
coding for themes. The majority of participants indicated that National Guard
and Reserve families would be interested and willing to participate in research.
Participants delineated several perceived participation barriers, however. The
most-cited obstacles were time constraints and limited proximity to research study
locations. Service Members and spouses were unanimous in their noted
preference for internet surveys and indicated that researchers need to build
relationships with potential participants, particularly if they intend to retain
military families in longitudinal studies.
Keywords: Military families, research participation, focus groups, recruitment,
retention, National Guard and Reserve
Since 2001, more than two million U.S. military members have been deployed to fight the
Global War on Terror (Institute of Medicine, 2013) which has impacted over one million spouses
and children (McFarlane, 2009). To better understand military families, help them navigate
challenges, and build on their strengths, there has been a surge of research with this population
(Meadows, 2012). Despite the recent increase in research, there are still unanswered questions
Direct correspondence to Kelly D. Davis at Kelly.Davis@oregonstate.edu
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regarding risk and resilience in military families, mostly due to a lack of longitudinal studies
(Meadows, 2012; Segal & Kleykamp, 2011). Many studies are also limited to small, nonrepresentative samples. Furthermore, compared to their Active Duty counterparts, much less is
known about the experiences of Service Members and family members in the reserve component
as they are geographically dispersed (Lamberg, 2004).
In general, little is known about how best to engage military families in research. Because
military families face multiple, unique stressors, especially during deployment (Segal &
Kleykamp, 2011), researchers need to understand how to best accommodate them vis-à-vis
research participation. This study used a focus group format to speak with Service Members and
military spouses/partners with the intent of better understanding how to improve the recruitment,
participation, and retention of military families in research studies. To our knowledge, this was
the first study documenting military families’ perspectives on research participation.
Method
Participants
Participants (N = 14; 57% female) were Veterans, current Service Members, and military
spouses who attended a military-sponsored family fair in 2012. Seven were spouses of Service
Members or Veterans. Seven were Service Members or Veterans, three of whom had spouses
who were also Service Members or Veterans. Sixty-four percent of participants were connected
to the Army Reserve or National Guard, 14% to the Marine Corps, 14% to the Army, and 7% to
the Navy. The majority of Service Member or Veteran participants were officers. The majority
of spouses were married to enlisted Service Members. Eleven participants reported deployments
(i.e., of themselves or their spouse). Of those who reported deployments, five had one
deployment, five had two deployments, and one had 10 deployments between herself and her
spouse. All participants were married. On average, participants were 37.71 (SD = 9.54) years
old and had an average of 2.57 children (SD = 1.16).
Procedure
Participants were recruited in two ways: (1) through an email sent to military families in a
Northeastern state by the event organizer in advance of the event and (2) through a table at the
event’s entrance staffed by research team members. Three focus groups (n = 2 to 8 participants
per group) were held throughout the event to allow participants to choose a convenient
participation time. Participants completed a brief demographic survey before participating in
audiorecorded semistructured interviews. The interview questions (see Table 1), as with the
general approach, were informed by the broader participant research engagement literature (e.g.,
Basch, 1987; Colucci, 2007), as well as research on the challenges faced by National Guard and

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 5, Number 1, 2017

Volume 5, Number 1, 2017

Full Issue, Volume 5, Number 1

96

Engaging National Guard and Reserve Families in Research

93

Reserve families (e.g., Lamberg, 2004). Sessions ranged from 25 to 31 minutes (M = 27.05, SD
= 3.82). Each participant received a $25 gift card for gas.
Table 1. Semistructured Interview Questions by Category
Participant Interest
1. Do you think military families would be interested in participating in a study about the
experiences of military families during the deployment cycle? Why or why not? What would
their reaction be when asked to participate?
a. What would keep military families from being willing to participate?
b. What might make military families more willing to participate? Or more comfortable
participating?
Data Collection Procedure
1. What do you think would be the most appealing method of participating–doing interviews faceto-face, over the phone, or on the Internet? Why?
2. Sometimes people who participate in a survey or interview are offered an incentive such as a
gift certificate or money. What would be a reasonable incentive for family members who
participate in a half-hour interview?
a. How many times do you think military families would be willing to participate over a
two-year period across a deployment cycle?
Recruitment Strategies
1. What do you suggest are the best ways to recruit military families to participate?
a. What information do you think military families would want to know before they
would agree to participate? Are there any things we should be sure to say during
recruitment to ensure their trust in our study and encourage their participation?
b. What are things to avoid that would turn military families away or make them question
the study?
c. What do you think about the use of social media, like Facebook, Twitter, blogs, to
recruit military families?

Analysis
Each focus group was transcribed verbatim. Two research team members conducted a line-byline analysis and used open coding for each statement, noting themes that emerged frequently
(Strauss & Corbin, 1990). The next step involved axial coding where each coder independently
created lists of codes and made connections between codes. The coders then met to merge the
two lists that resulted in a single list of codes, eliminating overlap and using agreed upon
terminology and definitions for each code. The majority of the codes included participant
interest, recruitment strategies, data collection procedures, and retention. Next, each researcher
assigned codes to each statement made by a participant using NVivo 9.2 (QSR International,
2012). The two researchers maintained a 92% agreement and a Kappa of 0.68.
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Results
Military Family Interest in Research Participation
Overall, participants thought that most military families would be willing to participate in
research studies regarding the challenges and strengths of military families across the
deployment cycle. Some participants indicated that family members would be likely to
participate in studies; however, researchers would have very low participation rates from Service
Members. Two participants stressed that to get the whole family to participate, researchers must
target the Service Member in their recruitment efforts: “If the soldier is not interested, the family
is not interested.”
All participants noted that a clear benefit to other military families would be an important
inducement for participation. One participant articulated this by saying:
Yeah because if it would help somebody down the line…It might not help me right now,
but that new family that just got in, if it helps them, five years down the road, great.
Because then they don’t have to struggle, they don’t have to sit on the internet for hours,
or try to make phone calls to invisible people that never return your phone calls, or if you
have questions, if that information is already available in ten years for a new family that’s
coming in, it’s less stress.
Barriers to Research Participation
Most barriers to research participation were associated with time demands and distance. High
demands on Service Members’ time from the military, particularly during times of preparation
for a deployment, were cited as potential reasons for low participation. One Service Member
was adamant that without unit commander support for the study, Service Members’ participation
would be unlikely. However, participants agreed that command coercion to participate in
research would not help as it could bias results. Wives noted that parenting responsibilities could
hinder their participation unless the mode of data collection was flexible and/or researchers
provided childcare during data collection. As one mother firmly stated, [my kids are] “first and
whatever it takes, they come first. So I’ll skip that survey very quickly.”
Distance presents another barrier to participation. On-site interviews may be difficult because
Reserve and National Guard families are dispersed throughout the country and frequently do not
live near a military installation. If data collection requires in-person visits, some participants
indicated that researchers would need to make the trip worthwhile by having fun and engaging
activities for the whole family.
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Recruitment
Participants indicated that recruitment materials had to effectively highlight the benefits of the
research. Participants indicated they would be willing to engage in research that was related to
the well-being of their peers. A number of participants indicated that they would feel gratified if
they felt that their participation would make a difference.
Participants suggested including in recruitment materials how participation in research could
facilitate making connections with other military families. One wife of a Service Member said:
Keep us connected to him and other people to connect with that, understand what you’re
going through. ‘Cause when he was gone, we were pretty much, the kids and I, by
ourselves. We were pretty much alone…Let’s put bows around and then people forget
very quickly. They don’t know who you are, ‘cause they forget.
Participants listed several types of benefits they may personally experience while participating in
research: being able to share experiences, feeling a sense of support, and increasing selfawareness. If participants are willing to relinquish their anonymity in the research study, it may
be an opportunity to connect with others.
Several participants emphasized that recruitment materials need to be eye-catching to stand out
from the copious amounts of military mail they receive, yet not look too much like an
advertisement or sound like telemarketing. Participants also specified that recruitment would be
greater if studies were open to all Service Branches. Furthermore, participants requested that
sensitive information be avoided and stressed that researchers should be mindful of questions
about location, job description, and other items that might breach confidentiality, create a
security risk, or leave soldiers and their families feeling uneasy about responding.
Participants also had specific strategies to bolster recruitment. The most commonly mentioned
idea was the use of electronic communication (e.g., social media, email, and text messaging).
Face-to-face recruitment, especially at drill times or during family functions, was the next most
discussed. Military OneSource, Family Readiness Groups, support groups, and places of
worship were also mentioned as good resources for participant recruitment. Participants
indicated contacting units, allowing participant referrals (i.e., snowball recruitment), and using
university affiliations with alumni and ROTC may be promising tactics in research recruitment.
Finally, some participants advised against using signs posted in community locations or on base
and suggested that electronic communication would be easier and yield better results.
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Data Collection
Virtually all participants supported the idea of internet surveys for data collection. Unlike paperand-pencil surveys and telephone interviews, internet surveys address multiple barriers discussed
above as demonstrated by the following quote:
I think they would be willing to do an internet one, because if they do it, they can do it at
their convenience. If you have one site that they can go to, especially, a lot of them have
kids and because of the travel I think they would be much more receptive to do an
internet survey…It’s so much easier than getting another piece of paper, I mean, which
the military’s notorious for, you know, just something else to file or keep on hand and
worry about getting it back. I do think if you were going to go a different way, an
internet survey would be the easiest.
Participants expressed a preference for shorter surveys (i.e., approximately 20 minutes) with
Likert-type response format instead of written short answers. Participants also suggested they be
allowed to save the survey and complete it in multiple sessions. One participant stated,
“Knowing it’s going to benefit us as a military family, I’d be more willing to take the time, and
especially if I can do it periodically, session by session.” However, participants were quick to
point out the complexities associated with the transient nature of military units. In particular,
they indicated that longitudinal studies would be difficult to conduct because “you may not be
able to locate them.” With this in mind, they suggested that interviews be more frequent and
follow a specific and agreed upon schedule, as much as possible, with one participant stating:
I schedule everything. Yeah because then I know, like it’s gonna be every Friday, I know
it’s gonna be coming on Friday so I’m gonna kind of like make that time to fill that out
quick…It helps with the chaos of everything else that happens outside of home.
Retention
As mentioned, participants made it clear that frequent relocations make retention difficult. They
recommended that building researcher–participant relationships and researcher follow-up from
wave to wave would be beneficial in retaining participants. One participant said the following
would be enough to build that researcher–participant relationship:
If you prove to them, we do follow through, you’re getting your gift card…You could
just call and ask, “Did you get that?” Just a courtesy follow-up, and they see, “Yes, you
did,” and you wanted to make sure they did.
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Finally, contributors unanimously agreed that increasing incentives over time would not be
necessary for retention, as long as good researcher–participant relationships were established.
Discussion and Implications
The purpose of this study was to understand military family perspectives on what steps can be
taken to promote their participation in research. Understanding these perspectives are critical for
researchers who want to collaborate with military families in research studies and address
unanswered questions in the field, as well as obtain access to a hard to reach population.
Despite the distress associated with deployment for Service Members and family members
(Drummet, Coleman, & Cable, 2003; Lester et al., 2010), focus group participants indicated they
would be willing to participate across the deployment cycle if the research agenda is worthwhile
to military families, barriers are minimized, and inducements are maximized. This encouraging
finding demonstrates promise as the demand for prospective longitudinal research increases in an
effort to better understand the implications of deployments on the health and well-being of
military families (Segal & Kleykamp, 2011). Military families appear motivated to participate in
research if they believe their participation will aid other military families and/or have a positive
impact on military life in general. The military is a service-oriented, close-knit population, and
the desire to benefit peers is important and should be highlighted in recruitment materials.
The participants unanimously stated that an internet survey is the data collection method most
likely to yield high participation rates. Internet surveys can provide military families with the
convenience and flexibility they desire. This is critical given the multiple daily demands of life:
caring for children, working, and contending with the unique demands associated with military
life (e.g., prolonged separation and relocation). This mode of data collection is particularly
useful for reserve families who are geographically dispersed. As it requires less time and fewer
financial resources compared to face-to-face data collection, this method is also beneficial for
investigators (Kraut, Olson, Banaji, Bruckman, Cohen, & Couper, 2004; Lyons, Cude,
Lawrence, & Gutter, 2005).
Some focus group participants stressed the importance of having unit commander support behind
the study in order to recruit Service Member participants. By encouraging participation in a
study about military families, leaders can demonstrate their support for unit members and family
members and the programs that could be strengthened by new research. Although it can be a
difficult process, gaining unit command support can be achieved by some “give and take,” that
is, providing some needed service (e.g., offering a free fun event for families) rather than just
approaching the commander to collect data. If possible, researchers should involve unit
commanders early in the planning of research so that efforts are more likely to yield translational
outcomes that are germane to the military.
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Limitations
The results of this study should be considered preliminary. The sample composition, sample
size, and the short duration of the focus groups limit the generalizability of the results to the
larger population of military families. The participants were overrepresentative of Army
families, and all participants were married. Most Service Members were officers. Focus groups
that better represent other Service Branches and other family situations, such as single parents,
would benefit this field of research and may clarify if these other groups identify unique or
overlapping barriers to participation. Second, the sample size of this study is relatively small (N
= 14) due to the study design. Third, the focus group sessions were also short in duration due to
the venue from which participants were recruited. Interviews were constrained to approximately
20 to 25 minutes, and as a result, the depth of the inquiry with these families was, by necessity,
more shallow than would be ideal.
Conclusions
The strength of the present study resides in hearing directly from military families about their
perceptions of research studies, including their concerns, barriers to their involvement, and
benefits that are important to them. Military families are an understudied, at-risk population that
can be difficult to access, and therefore, engage in research. The more researchers understand
how to accommodate military families, the better poised we are in establishing a good working
relationship with mutual benefit.
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Teaching Perspectives of Faculty Members at an 1862 Land-grant
University: A Snapshot of One Institution with Implications
for Improving Instruction at All
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Oklahoma State University
As part of a larger study, this report describes the dominant teaching perspectives
of faculty members with teaching appointments at an 1862 land-grant institution.
A census study of the institution’s faculty was conducted during the Fall semester
of 2013; 157 (12.1%) faculty members representing seven colleges provided
usable responses. The participants completed Pratt and Collins’ (n.d.) Teaching
Perspectives Inventory (TPI) to determine their dominant perspective(s), i.e.,
apprenticeship, developmental, nurturing, social reform, or transmission, and
responded to questions about selected personal characteristics. All five dominant
teaching perspectives were expressed by participants; 134 (85.5%) held a single
dominant perspective. Apprenticeship was the most prevalent, followed by
transmission and then developmental. About 15% identified with two or more
perspectives. Some differences in dominant perspectives emerged by gender and
college affiliation. Nearly half reported never taking a pedagogy/andragogy
course. If faculty members are struggling with teaching or perceive the need to
reinvigorate or reorient their approaches to instruction, taking the TPI could be a
good first step, especially if followed by specific actions to improve their teaching.
The TPI is available online and can be self-administered free of charge; takers
receive an individualized report and advice on interpreting the results.
Keywords: dominant teaching perspectives; faculty; improving instruction; landgrant institutions
Introduction
John Campbell (1995) in his book, Reclaiming a Lost Heritage, described the founding
principles, tripartite mission, purposes, and evolution of land-grant institutions in the United
States. Moreover, he enumerated their many challenges, including the need to improve and
modernize undergraduate and graduate teaching and learning, and stated:
Direct correspondence to Fredrick N. Matofari at matofar@okstate.edu
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Forcing faculty into the classroom a given number of hours each week does not force
teachers to engage the imagination of students. Real faculty productivity and student
learning requires a voluntary commitment, as well as a strong interaction among students
and teachers. (pp. 33–34)
This admonition implies the need for faculty members who are intrinsically motivated to engage
in the act of teaching and focus on achieving its ultimate goal – students who learn. To that aim,
“[f]aculty who strive to discover their own capacities and potential broaden their knowledge of
themselves as professionals and become more enthusiastic about their teaching . . . [which] can
foster student excitement about learning” (Brancato, 2003, p. 61). However, the National
Research Council (2009) concluded, “most faculty are not aware of the research on teaching and
learning because it is not a formal part of most graduate training” (p. 54).
Moreover, Kane, Sandretto, and Heath (2004) asserted instruction was more complicated than
suggested by any list of good teaching characteristics which could be developed, e.g., see
Rosenshine and Furst (1971) and Carroll (1963, 1989). Bess (1998) likened an effective
university instructor to a talented theater artist, i.e., a skilled communicator and presenter who
has the ability to discern an audience’s nonverbal cues, effectively handle visual and auditory
variables, and acutely differentiate and react to learners’ moods and emotions. On the other
hand, Brookfield (as cited in Moehl, 2011) dismissed the whole notion of effective teaching by
asserting the diversity of today’s students made achieving such an objective impossible. In other
words, no one instructor can demonstrate the multitude of teaching behaviors required to meet
the needs of all learners.
Nevertheless, institutions of higher learning exist (including land-grant universities), students
attend with expectations of being taught and most public stakeholders anticipate the same, and
teaching occurs for better or worse. This condition presupposes those individuals providing
instruction, regardless of discipline, work from some form of epistemological prism or fount of
beliefs about teaching and learning. To that end, the study reported was guided by a typology
and aligned instrument intended to determine an instructor’s dominant conception(s) about
teaching, including the roles of teacher and student, as a tool for self-knowledge and professional
improvement (Pratt, 1992; Pratt & Collins, n.d.; Pratt, Collins, & Jarvis-Selinger, 2001).
Teaching Perspectives
Teaching perspectives refer to the justification an instructor provides for the way he or she
teaches; a teaching perspective – also referred to as a conception – emanates from an individual’s
teaching beliefs which give rise to his or her intentions and actions (Pratt, 1992). Pratt and
Collins (n.d.) and Pratt et al. (2001) posited five primary teaching perspectives exist. The first is
Apprenticeship – a teaching perspective that socializes learners so they acquire new behavioral
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norms and ways of thinking and working. It is characterized by a master-apprentice relationship
that evolves over time as the learner’s competence and independence increases. The second is
Developmental – the belief in utilizing the learner’s prior knowledge to guide learning through
questioning and “bridging knowledge” (Pratt et al., 2001, p. 3) on the basis of meaningful
examples from “the learner’s point of view” (Pratt et al., 2001, p. 3). The third is Nurturing – the
perspective that self-concept, and therefore, self-efficacy is key to learning; it occurs when
learners are nurtured to reach success due to their own ability and efforts with the instructor’s
help. This perspective stresses caring, encouragement, and support. The fourth is Social reform
– the belief that instructors are change agents who challenge the status quo. Students are
prepared to take a critical approach to knowledge acquisition as a way of empowering them for
social action. The fifth teaching perspective is Transmission – a teaching perspective whose main
concern is the efficient and accurate representation of content to the learner.
Teaching perspectives are anchored by specific beliefs and intentions which inform an
instructor’s teaching behaviors or actions (Pratt, 1992; Pratt & Collins, n.d.; Pratt et al., 2001).
Moreover, teaching perspectives are interpretations of self-as-instructor and informed by an
individual’s prior experiences with instruction and learners. To that aim, the researchers
explored the teaching perspectives of faculty members at Oklahoma State University.
Purpose of the Study
As part of a larger investigation to examine perceptions of burnout and job turnover intentions
(Matofari, 2014), the researchers also sought to identify the teaching perspectives of faculty
members at Oklahoma State University using Pratt and Collins’ (n.d.) Teaching Perspectives
Inventory (TPI). Pratt and Collins’ (n.d.) instrument reveals participants’ self-reported, dominant
teaching perspective(s). In addition, the researchers described faculty members’ teaching
perspectives by gender and college affiliation.
Methods
The population (N = 1,302) for this census study consisted of instructors who taught one or more
courses during the fall semester of 2013 at Oklahoma State University. A pilot study included
50 instructors leaving 1,252 as the population for the main study. One hundred and fifty-seven
instructors completed the survey questionnaire or 12.1% of the target population. Tables 1
through 3 present personal and professional characteristics of the participants.
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Table 1. Participants’ Selected Characteristics of the Study’s Participants (N = 157)
Characteristics
Gender
Male
Female
Missing
Age in years
25 to 34
35 to 44
45 to 54
55 to 64
65 to 85
Missing
Highest degree held
Doctorate
Less than a doctorate/Other
Missing
College affiliation
Arts & Sciences
Agric. Sci. & Nat. Resc.
Education
Human Sciences
Business
Engr. Arch. & Tech.
Vet. Med.
Missing
Tenure status
Tenured
Tenure track
Not on tenure track
Other/missing
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f

%

88
68
1

56.1
43.3
0.6

18
36
42
35
16
10

11.5
22.9
26.8
22.3
10.2
6.4

133
23
1

84.7
14.7
0.6

70
23
14
14
17
11
6
2

44.6
14.7
8.9
8.9
10.8
7.0
3.8
1.3

80
33
39
5

51.0
21.0
24.8
3.2

M

SD

31.56
39.89
50.26
58.57
67.44

1.69
2.62
2.41
2.34
3.22
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Table 2. Participants’ Selected Professional Characteristics Related to Teaching (N = 157)
Characteristics
f
Years of teaching experience at the university level
Less than 5
21
5 to 14
58
15 to 24
37
25 to 34
21
35 to 44
15
45 to 54
2
Missing
3
Courses taken in pedagogy/andragogy
None
78
1
26
2
15
3
8
4 or more
27
Missing
3
Teaching appointment (%)
Less than 20
5
20 to 39
23
40 to 59
53
60 to 79
29
80 to 100
27
Missing
20

%

M

SD

13.4
36.9
23.6
13.4
9.6
1.3
1.9

2.38
9.19
19.11
28.67
38.27
45.00

0.97
3.31
3.13
2.90
3.41
0.00

14.00
27.78
46.89
70.17
94.07

2.24
4.59
4.30
6.19
8.99

49.7
16.6
9.6
5.1
17.2
1.9
3.2
14.7
33.8
18.5
17.2
12.7

Table 3. Summary of Courses Taught by Participants: Level and Modes of Delivery (N =
157)
Number of
Courses

None
1
2
3
≥4

Undergraduate
Courses
f
30
51
35
22
10

%
19.1
32.5
22.3
14.0
6.4
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Undergraduate
Online Courses
f
133
11
2
-

%
84.7
7.0
1.3
-

Graduate
Courses
f
66
51
19
1
1

%
42.0
32.5
12.1
0.6
0.6

Graduate
Online Courses
f
124
11
3
-

%
79.0
7.0
1.9
-
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Instrumentation: Teaching Perspectives Inventory (TPI)
The researchers were granted permission to use the TPI by its developers. This instrument was
designed to establish the dominant teaching perspective of respondents without promoting or
preferring one perspective over another. Pratt and Collins (n.d.) and Collins and Pratt (2011)
recognized that effectiveness in teaching was a function of context, discipline, and culture. Their
instrument includes 45 items and was made available online in 2000 (Collins & Pratt, 2011).
The inventory was suitable for this study because it was designed for teachers in adult and higher
education. The five teaching perspectives have been found to be distinct, i.e., low interperspective correlations for all scales combined, r = 0.41, with internal consistencies averaging α = 0.76
for the five scales (Collins & Pratt, 2011). Stability, as measured by test-retest reliability, is also
considered acceptable or “passable” (Collins & Pratt, 2011, p. 11).
Items on the teaching beliefs part of the TPI asked respondents to agree or disagree with 15
statements by selecting one of five options on an ordinal scale: 1 = Strongly disagree, 2 =
Disagree, 3 = Neutral, 4 = Agree, and 5 = Strongly agree. On the teaching intentions portion of
the TPI, participants responded to 15 items indicating how often they accomplished each
intention using a five-point scale: 1 = Never, 2 = Rarely, 3 = Sometimes, 4 = Usually, and 5 =
Always. The teaching actions portion of the TPI used the same response scale as the teaching
intentions and asked respondents how often they engaged in 15 actions while teaching. Each
perspective had a minimum score of nine and a maximum score of 45 with an average of 34.
The total of 45 items on the TPI included 9 items for each of the five teaching perspectives: 3
items addressed beliefs, 3 assessed intentions, and 3 measured actions. The TPI’s Cronbach’s
alpha reliability estimates for this study, as determined post-hoc, were beliefs = 0.68; intentions
= 0.80; actions = 0.81; and overall = 0.90.
Data Collection and Analysis
Qualtrics® was used to create the study’s online questionnaire. The population’s electronic mail
addresses were provided by the Office of Institutional Research and Information Management
(OIRIM) at Oklahoma State University. The total time of data collection was 14 days. A prenotice was sent on October 28, 2013, followed by an invitation to participate in the study on
October 30, 2013. A one-time thank you/reminder electronic mail message was sent on
November 6, 2013. The total response was 206, including partially completed instruments;
usable responses numbered 157. IBM® SPSS® software version 21 was used to calculate
descriptive statistics for reporting the study’s findings.
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Limitations of the Study
A census involves the study of all members of a target population and alleviates sampling error
(Creswell, 2012). However, only 12.1% of the possible respondents took part in this census
study. The highest response rate was from the College of Human Sciences (14.8%), followed by
the College of Arts and Sciences (13.1%). The lowest response rate was from the College of
Engineering, Architecture, and Technology (7.2%). The participants may not have been
sufficiently representative of the target population owing to the low response rate, which
challenges generalizability. This shortcoming notwithstanding, the teaching perspectives
reported may be similar to the views of faculty at other institutions due to the unique origin and
evolution shared by 1862 land-grant universities (Campbell, 1995; Herren & Edwards, 2002).
Findings
Participants’ Dominant Teaching Perspectives
Based on the distribution of participants’ teaching beliefs, intentions, and actions, two (1.3%)
held three dominant perspectives. Another 21 participants (13.4%) had two dominant teaching
perspectives, and the remaining 134 (85.5%) expressed only a single dominant teaching
perspective. Apprenticeship was the most prevalent perspective, as indicated by 53 participants
(33.8%). It was followed by transmission with 37 (23.6%) adherents; developmental was held
by 29 (18.5%); and the nurturing teaching perspective was expressed by 15 (9.6%) of the
instructors (see Figure 1).
Figure 1. Participants’ Dominant Teaching Perspectives (N = 157)
Nurturing 9.6%
Two dominant
perspectives
13.4%

Three dominant
perspectives
1.3%

Apprentice
33.8%

Developmental
18.5%
Transmission
23.6%

Note: The participant who indicated social reform is not displayed.
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Table 4 highlights differences by gender in regard to participants’ dominant teaching
perspectives. Adherents to apprenticeship were about evenly divided based on gender: 53.8%
were male and 46.2% female. However, more males (62.2%) than females (37.8%) held
transmission as their dominant teaching perspective. A similar trend was apparent among
participants who expressed developmental as their dominant teaching perspective. For every
female who held developmental as her dominant perspective, more than two males aligned with
that view. In other words, the proportion of males (69.0%) was more than double that of females
(31.0%). On the contrary, more females (73.3%) than males (26.7%) were found to hold
nurturing as their dominant teaching perspective.
Table 4. Dominant Teaching Perspectives by Gender
Gender
Male
Female
Total

Apprenticeship
f
%
28
53.8
24
46.2
52
100.0

Transmission
f
%
23
62.2
14
37.8
37
100.0

Developmental
f
%
20
69.0
9
31.0
29
100.0

Nurturing
f
%
4
26.7
11
73.3
15
100.0

Table 5 shows the distribution of dominant teaching perspectives by participants’ college
affiliations. In the College of Arts and Sciences (CoAS), 36 participants had developmental as
their dominant teaching perspective; 25 indicated apprenticeship; and 23 held transmission as
their dominant teaching perspective. Eleven participants expressed nurturing as their dominant
perspective. In comparison, 11 participants from the College of Agricultural Sciences and
Natural Resources (CASNR) held apprenticeship as their dominant teaching perspective; eight
participants indicated transmission. Nurturing with three and developmental with two were the
other dominant teaching perspectives for participants from CASNR.
The College of Education’s (CoE) participants equally held either apprenticeship or nurturing as
their dominant teaching perspectives with five expressing each. Two participants specified
developmental as their dominant teaching perspective, and one individual indicated transmission.
Apprenticeship with eight participants, followed by six adherents to developmental were the top
two teaching perspectives for faculty members in the College of Human Sciences (CoHS).
Transmission was the third dominant teaching perspective with three participants, and one
participant (0.6%) in CoHS specified nurturing.
The School of Business (SoB) participants indicated each of the dominant perspectives,
including social reform. Apprenticeship was the most frequent perspective with 11 participants;
next was transmission which was held by eight of the SoB participants. Another five
participants from the SoB specified developmental as their dominant teaching perspective. Both
nurturing and social reform were held by one participant. The College of Engineering,
Architecture, and Technology (CEAT) had no participants who indicated nurturing or social
reform as their dominant teaching perspectives. Instead, transmission and apprenticeship were
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held as dominant perspectives by six participants each. Three participants from CEAT expressed
developmental as their dominant teaching perspective. The College of Veterinary Medicine
(CoVM) had three participants who indicated transmission, and the same number specified
apprenticeship as their dominant teaching perspectives. One participant held developmental and
another nurturing as their dominant perspectives.
Table 5. Frequency of Dominant Teaching Perspectives by College
Transmission Apprenticeship Developmental Nurturing
Social Reform
CoAS
23
25
36
11
0
CASNR
8
11
2
3
0
CoE
1
5
2
5
0
CoHS
3
8
6
1
0
SoB
8
11
5
1
1
CEAT
6
6
3
0
0
CoVM
3
3
1
1
0
Note: Frequencies account for expressions of more than one dominant teaching perspective.

Conclusions
The teaching perspective associated with the largest sum of commitment variables, i.e., teaching
beliefs, intentions, and actions, is considered an instructor’s dominant perspective (Pratt &
Collins, n.d.; Pratt et al., 2001). All five of the dominant teaching perspectives were expressed
by the study’s participants. Apprenticeship was the most prevalent teaching perspective,
followed by transmission, and then developmental. About 15% of the faculty members
identified with two or more perspectives.
More male than female participants held transmission, apprenticeship, or developmental as their
dominant teaching perspectives. However, more than twice as many female as male participants
expressed nurturing as their dominant perspective. Apprenticeship was also the most frequent
dominant teaching perspective by college affiliation; it was the top dominant teaching
perspective for six of the seven colleges, including two ties, followed by transmission which tied
for most prevalent in the case of two colleges. Developmental, however, stood out as the most
dominant teaching perspective indicated by faculty members from CoAS.
Implications, Discussion, and Recommendations
Many instructors may not have deeply considered or introspectively examined their
epistemological beliefs about teaching and learning or much less the importance of how such
informs their practice. Moreover, Pratt et al. (2001) stressed “no perspective is either good or
bad, and that excellent forms of teaching can occur within each of them – as can poor teaching”
(p. 2). The point of instructors learning about their dominant teaching perspective(s) is not to
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precipitate change from one to another or to endorse or diminish a given view. However,
considering nearly half (49.7%) of the instructors reported never having taken a
pedagogy/andragogy course, it stands to make a difference whether they know their dominant
teaching perspectives and how that manifests student learning. For faculty members who may be
struggling with teaching or perceive the need to reinvigorate or somehow reorient their
approaches to instruction, taking the TPI could be a good first step on that journey, especially if
followed by specific actions. Of note, the TPI is available online and can be self-administered
free of charge; it includes an individualized report, i.e., a profile sheet, as well as advice on
interpreting the results (http://www.teachingperspectives.com/tpi/).
Follow-up after taking the TPI could involve developing plans for improvement; consulting with
peers considered exceptional teachers, including their provision of evaluations, interpreting
students’ formal, and informal feedback; participating in professional development; or joining a
community of practice, among other approaches (National Research Council, 2009). In addition,
discussions about espoused theories versus theories-in-use [action] (Argyris & Schön, 1974) may
be useful. These actions combined with understanding cognitive (learning) styles (Kolb, 1984),
the theory of multiple intelligences (Gardner, 2011), principles of andragogy (Boone, Safrit, &
Jones, 2002; Knowles, 1980; Mezirow, 1991), and a variety of teaching methods and learning
assessment strategies could complement instructors’ self-knowledge about their dominant
teaching perspectives and assist in improving instruction.
Is it not past time to act on the National Research Council’s (2009) admonition regarding the
preparation of graduate students destined to become university faculty with teaching
responsibilities but who often receive little to no commensurate training? Some land-grant
institutions are making admirable attempts through institutes, centers, and programs intended to
help faculty improve their teaching (Brancato, 2003; National Research Council, 2009). But
more is needed! Other than sink or swim experiences as teaching assistants and lab instructors,
training for the professoriate should require learning experiences calibrated to prepare aspiring
faculty to teach with the same rigor and expectancies associated with their mentoring to become
premiere researchers. Doing any less would appear to support Pogo’s famous refrain: We have
met the enemy and he is us (Kelly, 1987).
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Online Financial Education Programs:
Theory, Research, and Recommendations
Jinhee Kim
Mia B. Russell
Allison Schroeder
University of Maryland
Technological advances have created unprecedented opportunities for online
financial education that can be used to improve financial literacy and money
management practices. While online financial education programs have become
popular, relevant research and theoretical frameworks have rarely been
considered in the development of such programs. This article synthesizes lessons
from literature and theories for the development of an effective online financial
education program. Drawing from literature on financial literacy education and
online education, implications and recommendations for integrating technology
into online financial education programs for adults are discussed.
Keywords: Financial education, personal finance, online education, social learning
theory, behavioral economics
Financial literacy is commonly defined as the understanding, ability, skills, and confidence to
manage personal finances and improve financial decision-making (Lusardi & Mitchell, 2014).
Lack of financial literacy among American adults has been well documented (Lusardi &
Mitchell, 2009, 2014). Financial education has been associated with increased financial literacy,
resulting in positive financial behavior changes (Hira, 2012; Lusardi & Mitchell, 2014; Way,
2014). Many financial education programs offer easily accessible and widely available
educational materials designed to help adults increase their financial knowledge and better
manage their money (Fox, Bartholomae, & Lee, 2005), yet, evidence suggests many programs
lack grounding in theory and research (Willis, 2009). Although traditional printed materials and
in-person classroom-style workshops are most prevalent, technological advances have created
opportunities for online financial education in recent years (Hira, 2012). While an
unprecedented array of financial education options abound for individuals with access to an
internet-connected device, not all information available is trustworthy or reliable, of high quality
content, nor does it effectively engage learners (Hira, 2012; Way, 2014). However, online
financial education, if well designed, may have the unique potential to supplement or
complement other delivery methods in improving financial knowledge and skills.
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The purpose of this article is to review theories and literature for the integration of technology
into financial education programs for adults. After a review of the current literature, we discuss
the potential for technology integration to advance financial literacy and education. Finally, we
discuss limitations of online financial education tools and resources, as well as offer future
suggestions for researchers and practitioners.
Financial Education and Theoretical Frameworks
The underlying rationale of financial education is that it increases financial knowledge, which in
turn leads to more effective financial behaviors and better consumer outcomes (Hathaway &
Khatiwada, 2008). Although the rationale is clear, the literature paints an uneven picture of the
benefit provided by financial literacy education programs (Collins & O’Rourke, 2010). While
some find that the benefits of financial education are promising (Federal Deposit Insurance
Corporation, 2007; Hogarth, 2006), others question the methodological rigor of studies of
financial education (Hathaway & Khatiwada, 2008; Willis, 2009), as well as whether human
psychology factors (i.e., personal biases and limitations) more accurately predict financial
behavior than financial education (West, 2012). Research has also found the effects of financial
education on financial behaviors diminish with time (Fernandes, Lynch, & Netemeyer, 2014).
Prior research offers implications for financial education programs. One implication is that “justin-time” financial education tied to specific financial decisions may be more effective than general
education designed to be applied at a later time (Collins & Holden, 2014; Fernandes et al., 2014).
As knowledge and skills gained from financial education are more difficult to retrieve, retain, and
apply in the future, effectiveness is greater when applied more immediately after learning
(Fernandes et al., 2014; Thompson, Gentner, & Loewenstein, 2000). Online financial education
programs and tools may meet the need for “just-in-time” education, as they provide access for
individuals, anytime and anywhere, to gain relevant information to make informed decisions.
A second key implication of prior research is that many financial education programs lack an
explicit theory to frame the delivery of information (Collins & Holden, 2014). Experts have
pointed to the importance of theory in guiding both the development and evaluation of financial
education programs (Collins & Holden, 2014).
Theories of behavioral economics and social learning are often applied in increasing confidence
and knowledge, enhancing financial skills, and explaining human behavior. Social learning
theory asserts that people learn through social interaction (Bandura, 1977; Perry, Baranowski, &
Parcel, 1990). According to this theory, learning occurs through observation, imitation, and
reinforcement among various environmental influences, such as family, friends, church, school,
government, and media, which shape individuals’ attitudes, knowledge, and values (Koonce et
al., 2008; Perry et al., 1990).
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Social learning theory has been used to study how people develop financial values, attitudes,
knowledge, and behaviors. In particular, research has identified socialization agents such as
family, peers, media, and schools that shape individuals’ financial literacy (Danes & Brewton,
2014; Duflo & Saez, 2003). Studies have explored the impact of formal versus informal
financial literacy training (Danes & Brewton, 2014; Duflo & Saez, 2003; Gudmunson & Danes,
2011). Further, social context and peer influence have been documented to influence financial
education program attendance (Duflo & Saez, 2003) and retirement behaviors (Holden & Kock,
2011). Additionally, social learning theory suggests the need to foster learning communities that
create accountability, engage adults, and encourage positive behaviors (Koonce et al., 2008).
Research related to behavioral economics investigates individuals’ financial decision-making.
Behavioral economics posits that human psychology factors, as well as social, cognitive, and
emotional factors influence individual financial decisions (Byrne & Brooks, 2008). Shefrin and
Statman (1985) argue that cognitive biases, emotions, and perceptions of risk may jeopardize
good financial decision-making. Applications and interventions grounded in behavioral
economics seek to trigger deliberate action and encourage positive financial behaviors through
reduced procrastination as well as improved self-control and willpower (Benartzi, Peleg, &
Thaler, 2007; Choi et al., 2004; Karlan et al., 2016; Soman & Zhao, 2011; Thaler & Benartzi,
2004). Strategies that have been shown to improve perceptions and decision-making include
framing, choice architecture, automation, feedback, and reminders (Choi et al, 2004; Statman,
Fisher, & Anginer, 2008). Framing provides a mental and emotional filter on which individuals
rely to understand and respond to events as well as make decisions (Kahneman & Tversky, 2000;
Karlan et al., 2016). Choice architecture is the deliberate design of presenting options that
consider the impact of choices on consumer decision-making (Benartzi et al., 2007). Behavioral
economics suggest automation can counter procrastination and inaction (Thaler & Benartzi,
2004), while feedback and reminders can trigger deliberate action and spur positive behaviors
(Choi et al., 2004; Karlan et al., 2016; Soman & Zhao, 2011).
Various forms of nudges, such as choice architecture and automation, can be useful and costeffective (Choi et al., 2004; Thaler & Sunstein, 2008). Consumers have a variety of needs and
are required to make individual financial decisions. “Just-in-time” financial education can be
provided alone or with tailored options for consumers (Fernandes et al., 2014). Research
suggests that financial education should include tools that can be used when consumers are close
to their decision making process (Fernandes et al., 2014). Online platforms can provide both
choices and just-in-time education in one place. Further, online financial educational tools, such
as smart phone apps, can be designed to provide immediate and personalized feedback for
financial behaviors such as saving, as well as reminders for behavioral changes.
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Online Financial Education
While the goal of financial education is to increase financial knowledge and skills, online
financial education may be used to complement or supplement traditional financial education
methods. Traditional financial education participants benefit from face-to-face interaction;
however, online financial education offers an opportunity to reach broader audiences, meet
participant needs in alternative ways, and engage learners beyond traditional teaching and in
post-educational encounters. There is an increased demand for lifelong learning and a desire to
receive education “on-demand” from emerging student segments, such as working adults and
underserved populations (Fernandes et al., 2014; Volery & Lord, 2000).
Technological advances have ushered in opportunities to explore nontraditional financial
education. Online financial education typically includes readily available and accessible
lectures, webinars, videos, downloadable documents, activities, worksheets, and website
resources. These online tools and resources may help expand access, increase engagement, and
enhance financial education (Volery & Lord, 2000).
Factors that influence the effectiveness of online learning for adult populations include
dynamism and relevance (Anderson & Elloumi, 2004), learner-centeredness, instructional quality
(Snyder, 2009), and appropriateness of the design and delivery (Cercone, 2008; Greenagel,
2002). As with face-to-face educational encounters, individual learning styles and levels of
engagement will differ. However, this variability becomes increasingly important when there are
no verbal or visual cues to help educators know when, how, and to what extent modification is
necessary. Delivery platforms must address various learning styles to adequately and
appropriately reinforce and reward individuals for positive financial progress (Greenagel, 2002;
Snyder, 2009). Moreover, as asserted by Cercone (2008) and Snyder (2009), adult learners need
to be actively engaged in the learning process, early and often, to ensure deeper understanding
and discovery. Creating immediate opportunities to practice and put knowledge to use is
essential for success (Fernandes et al., 2014). Targeted online education programs can be
developed to address specific financial needs such as opening a retirement account or applying
for a credit card, mortgage, or student loan. Also, developers of online financial education
programs can and should embed engaging activities throughout the program (Ahmed, 2010;
Cercone, 2008; Rehm, Allison, Bencomo, & Godfrey, 2013) with the ultimate aim of helping
learners make discoveries on their own rather than passively receiving information from an
instructor (Volery & Lord, 2000).
Grounded in social learning theory and behavioral economics principles, there is some evidence
that technology integration can support motivation and positive financial behaviors (Snyder,
2009). For example, programs that provide regular prompts or reminders can encourage positive
financial behaviors (e.g., saving) and motivate individuals to take action and accomplish
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predetermined financial goals (Karlan et al., 2016). For appropriate and effective
implementation of online financial education programs, research and theory suggest that learning
communities, learner accountability, and brief and goal-oriented tasks may translate into
increased motivation and ultimately lead to behavior change.
Learning Communities
Social learning theory suggests the importance of learning communities, especially for adults.
Online learning communities may provide an ideal opportunity to engage adults and encourage
positive behaviors (Snyder, 2009). Specifically, learning communities support activities and
interaction with others whereby learners transform information into meaningful knowledge
(Greenagel, 2002; Yuan & Kim, 2014). These interactions help shape and reinforce attitudes,
knowledge, and values about money and financial management. Learning is partly social;
individuals enjoy talking, observing, and connecting with others. Adults bring a wealth of
experience that can be built upon to encourage deeper understanding, confidence, and competence as they learn from one another (Koonce et al., 2008). The challenge for online education
developers is to foster positive, social spaces using electronic platforms (Cercone, 2008).
Learner Accountability
As social learning theory suggests, learning is both social and constructive. Online financial
education programs can maintain by providing regular feedback, as well as facilitating
accountability among members of the learning community. Cercone (2008) suggests online
programs should state learning goals and objectives at the beginning, with periodic reviews. It
may be beneficial to encourage learners to formulate their own learning objectives by conducting
an initial self-assessment and by testing participant knowledge with brief quizzes and selfassessments before, during, and after the program. As adults want to understand what they will
learn and why, accountability can help adult learners maintain focus and concentration on their
goals.
Brief and Goal-Oriented Tasks
Many consumers choose online education because they are too busy to take time out of their
daily lives to attend regular classes (Volery & Lord, 2000). Consequently, keeping tasks or
sessions short and goal-oriented is important for busy adult learners. Behavioral economics
principles suggest reminders and prompts as strategies that can keep adults focused on their
goals. Reminders draw attention to future goals and opportunities, keeping those future goals at
the front of people’s minds (Karlan et al., 2016). Adult learners vary in their level of initiative to
complete or achieve certain goals or tasks; therefore, Cercone (2008) suggests providing brief,
directed, and concrete tasks may help learners become more self-directed.
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Effective online financial education – like financial education more broadly – should not only
increase knowledge but also assist in improved financial decision-making and encourage positive
behavior change (Hira, 2012; Lusardi & Mitchell, 2014; Way, 2014). Adults inherently learn
and develop values, attitudes, and knowledge about money through social interaction, observation,
imitation, and reinforcement. Social learning theory can be used to design online financial
education programs that appropriately engage adults, while behavioral economics can be employed
to more positively frame decisions, prompt deliberate action, and encourage positive behaviors.
Promising Online Tools to Promote Behavior Change
Several online tools have applied principles of behavioral economics, such as providing regular
prompts or reminders via text messages and emails to help consumers overcome their personal
biases and change their financial behaviors (Way, 2014). Two noteworthy resources that are
available to promote behavior change are Stickk.com and PiggyMojo.com.
PiggyMojo.com is an online application designed to help users save money by quantifying
opportunities to avoid spending and to visualize savings goals. Using behavioral economics
principles, such as text reminders, PiggyMojo triggers deliberate savings and facilitates positive
reinforcement and encouragement among peers (Choi et al., 2004; Karlan et al., 2016; Soman &
Zhao, 2011). Stickk.com is another application that allows users to create a "Commitment
Contract" to achieve personal goals. Using this free online service, users select a date or time
period by which they contractually agree to accomplish their goals. Drawing from social
learning theory, Stickk.com users can invite others to monitor their progress and act as
supporters. These tools are promising examples of effective integration of theory, research, and
technology in changing financial behaviors.
Limitations and Recommendations
For practitioners and researchers, there are challenges and limitations to implementing online
financial education. Online education programs may not be able to completely replace unique
interactions provided by face-to-face programs. A blended approach that integrates online and
in-person learning might offer the best of both worlds to adult learners. Evaluating online
financial education programs may be more challenging than face-to-face programs. While
evaluation is an essential part of any program, formative or process evaluations will be especially
important for investigating the effectiveness of online financial education and how its
components support the learning needs of target audiences. Further, an understanding of new
and emerging web tools and other strategies for fostering online learning communities need to be
investigated. There is also the potential for security and privacy issues; as a result, it is important
to investigate and verify evaluation tools and the extent to which they can be safely and securely
embedded in the online financial program.
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Technology is central to our lives. Embracing technology by offering online financial education
may offer alternative and innovative ways to reach broader audiences. Embracing technology
requires more than just publishing print materials online; financial educators and practitioners
must design effective and interactive online programs and tools that build knowledge, facilitate
improved financial decision-making, and foster positive behavior change. Several
recommendations follow from this review of the literature. Firstly, educators and practitioners
currently utilizing classroom-style programs can integrate technology by offering online tools
and resources to extend in-person educational encounters. Second, websites should be created
that offer tools, lectures, webinars, videos, downloadable documents, activities, worksheets, and
other resources for “on demand” learning. Third, standalone online educational programs ought
to be tailored for specific financial behaviors and decisions and for specific audiences; targeted
programs may be more effective than general financial education. A brief survey can be used to
identify the needs of individuals close to the time of decisions and provide a tailored educational
program on the basis of their responses. Social media platforms can be employed to facilitate
learning communities in which adults are able to receive support and maintain accountability.
Fourth, educators and practitioners should employ diverse modalities and platforms such as
chatrooms, blogs, online games, and smart phone apps to accommodate various learning styles
and effectively engage participants. Finally, educators and practitioners can help individuals
establish and monitor their goals by structuring programs with alerts, reminders, and prompts.
Conclusion
Summarizing lessons from the financial education literature, social learning and behavioral
economics theories, and the integration of technology, this brief report suggests that online
financial education programs can increase lifelong learning, help adult learners gain new skills
and knowledge, and encourage specific financial decisions and behaviors (Rehm et al., 2013;
Volery & Lord, 2000). Online financial education can complement or supplement face-to-face
education programs, although their effectiveness relative to traditional financial education
programming has not yet been studied. Integrating online tools and resources in a dynamic and
interactive way has the potential to engage adult learners and create positive financial behavior
changes. Best practices suggest embedding program evaluation and tracking both online
experiences and actions of participants to create an effective and integrated program. More
rigorous evaluation is needed to determine whether and how research- and theory-based online
financial education tools and resources deliver on their potential to increase adults’ financial
knowledge and help learners apply knowledge in their financial decisions and behaviors.
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Design and Use of a Systematic Site Visit Protocol:
Implications for Novice Evaluators and Mentors
Joy R. Lile
Jeffrey M. Flesch
Mary E. Arnold
Oregon State University
Site visits are frequently used by evaluators to gain first-hand experience and
knowledge about program implementation. However, few peer-reviewed articles
describe the procedures used for designing and conducting site visits. This article
describes the process of constructing and using a systematic site visit protocol.
Theories and concepts of evaluation, including the measurement of fidelity and
quality and the importance of context to site-level implementation, guided the
construction of this protocol. Using a systematic method for program inquiry can
improve the consistency of qualitative observations of program activities by
enhancing intentionality, transparency, and emergence within the site visit
process. The method presented may be especially helpful to novice evaluators
and their mentors in learning about and teaching the process of conducting site
visits.
Keywords: site visits, program implementation, teaching evaluation,
methodology, pedagogy
Introduction
Personal visits to program sites can be an effective method for collecting information in program
evaluations. By conducting site visits in a standardized manner, evaluators can improve
consistency and organization of data collection and come to a deeper understanding of the factors
influencing program implementation across sites (Lawrenz, Keiser, & Lavoie, 2003).
In 2014, an evaluation was conducted of a pilot program taking place in five states. The program
provided school-aged children with nutrition education consisting of several required
components. The purpose of the evaluation was to identify program strengths and concerns in
concordance with required program components and to develop a program model of best
practices that the funder could use for taking the program to larger scale. The funder explicitly
required that the evaluation team conduct site visits to programs in each pilot state.
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The evaluation team consisted of one faculty principal investigator (PI) and two graduate student
research assistants (RAs). While the PI was well-versed in the process of conducting site visits,
the RAs were not, and RAs reviewed current best practices for conducting site visits. The review
revealed a relative dearth of peer-reviewed literature related to designing and conducting
systematic site visits. Novice evaluators and students, in particular, could benefit from new
publications relating to site visit methodology. The purpose of this paper is to provide a review
of current literature related to conducting program site visits, present the method used to develop
a systematic site visit protocol, and share the lessons learned about conducting site visits that
may be relevant to novice evaluators and their mentors.
Review of the Literature
Three important concepts can inform the development of a well-organized site visit protocol.
These include local context at the site level, fidelity of the local program to the program model,
and quality of the intervention produced. These three concepts are discussed individually and
then considered as interacting elements that evaluators should take into account as they plan and
implement site visits.
Context
Context is an important, though often ignored, factor in program implementation (Conner,
Fitzpatrick, & Rog, 2012; Kirkhart, 2011; Rog, 2012). Variability in implementation is
commonly seen in multisited programs, because site-level programs often require adaptation to
local needs and resources (Lawrenz et al., 2003). Site-level institutional culture, political and
social dynamics, and power differentials can create differences in implementation; these factors
may be difficult for site-level implementers to detect (Kirkhart, 2011). Evaluators should
analyze how the physical, organizational, social, cultural, traditional, political, and historical
contexts in which a program takes place affect its implementation, and subsequently, outcomes
(Conner et al., 2012). By visiting sites in person, evaluators can assess ways in which site-level
program contexts interact with the delivery, and ultimately, the outcomes of the program.
Fidelity
Fidelity is important in the use of evidence-based interventions in which strict adherence to a
program model is often necessary to produce anticipated outcomes, as well as in accountability
evaluations aiming to measure adherence to external requirements like funder deliverables
(Patton, 2008). Funders are often highly interested in the fidelity of a site to the program model
because meeting stated requirements for delivery is often a minimum criteria for continued
funding (Mowbray, Holter, Teague, & Bybee, 2003). In the past, issues of fidelity have been
overlooked in evaluation; in a seminal review of 162 program evaluations published between
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1980 and 1994, only 32 (19.7%) documented program fidelity, and only 13 (8%) included an
analysis of how fidelity interacted with program outcomes (Dane & Schneider, 1998). Recent
writers focus more on fidelity, especially when evaluating large-scale projects implemented
across multiple sites (e.g., Zvoch, 2012; Zvoch, Letourneau, & Parker, 2007). The need for
measuring fidelity will vary across program models, but higher fidelity is often associated with
improved participant outcomes (Dane & Schneider, 1998).
In determining appropriate levels of fidelity, it is important to balance the need for strict
adherence with allowances for flexibility within a program model (Barth, 2004; Dane &
Schneider, 1998). In multisite programs with highly regimented models of delivery, fidelity
should ideally be high and consistent across sites to produce meaningful results in the outcome
evaluation (Esbensen, Matsuda, Taylor, & Peterson, 2011; Melde, Esbensen, & Tusinski, 2006).
However, fidelity may be less relevant to exploratory or pilot programs that necessitate
innovation.
The literature identifies five core elements of fidelity: exposure, adherence, delivery quality,
program differentiations, and participant responsiveness (Bickman et al., 2009; Dane &
Schneider, 1998). In addition, Century and colleagues (2010) point out that fidelity can also be
subdivided into structural (program framework and organization) and process (relationships and
interactions between key players like staff and clients) components, helping to further elucidate
differences between program objectives and site-level execution. The measurement of fidelity
within a program setting is dependent on the evaluation questions of the project (Patton, 2008)
and should be considered from the early stages of evaluation development.
Fidelity is an important and complex factor in program implementation and a relatively
straightforward concept to measure (Barth, 2004). It can be measured objectively using
instruments designed in advance or by directing closed-ended questions at site-level program
providers or participants. Measures of fidelity may include checklists of program requirements,
participation rates and participant demographics, and surveys or interviews with participants or
implementers (Bickman et al., 2009; Mowbray et al., 2003). In addition, the use of scales and
quantitative measures of fidelity is growing increasingly common and allows for analyses of
fidelity as a site-level variable in multilevel modeling (Resnicow et al., 1998; Zvoch, 2012;
Zvoch et al., 2007), although determining the validity of these scales may be a challenging
process (Mowbray, Bybee, Holter, & Lewandowski, 2006). Evaluators must work with funders
and implementers to establish criteria for program fidelity, including the indicators to be used,
the data to be collected, and how the indicators will be assessed for reliability and validity
(Bickman et al., 2009; Lawrenz et al., 2003).
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Quality
Program quality is a more subjective concept and necessitates measurement by an outside,
objective observer (Brandon, Taum, Young, Pottenger, & Speitel, 2008). Quality describes how
program presentation serves to enhance or diminish outcomes. Assessing quality is arguably
more challenging than assessing fidelity because doing so requires understanding the “degree of
excellence” with which a program is implemented or the relational dynamics between providers
and recipients of the program (Barth, 2004). To assure objectivity, quality should be measured
by external evaluators through direct observation, through interviews with staff and participants,
and/or through other appropriate mechanisms such as document analysis (Brandon et al., 2008).
Because quality is a difficult construct to measure, evaluators must carefully identify and justify
their criteria for passing judgment on programmatic quality (Brandon et al., 2008).
Measuring Context-Fidelity-Quality Interactions
The context, fidelity, and quality of a program interact to affect program outcomes because the
context of a program can constrain or enhance its levels of fidelity and quality. Program quality
should be compared with program fidelity to understand how both interact to impact program
outcomes (Barth, 2004; Dane & Schneider, 1998). A site-level program can simultaneously have
a high level of fidelity and a low level of quality, or vice-versa, depending on interactions
between the program model and the context of the site. For example, in evaluating a national
school-based intervention Zvoch and colleagues (Zvoch, 2012; Zvoch et al., 2007) found that
high implementation fidelity at the site level was correlated with average student outcomes,
while both high and low student outcomes were correlated with low implementation fidelity. In
this case, the program as designed may have had a low or moderate level of quality, so those
sites with high fidelity also had lower quality, and some sites with low fidelity were able to
improve outcomes specifically because they diverged from the program model. It is important to
assess what differences exist across implementation sites; high-quality/low-fidelity programs
may be a sign that implementation guidelines and expectations are not clear, while highfidelity/low-quality programs may be a sign that the program model should be redesigned or
training should be provided to enhance quality. Recording data about contextual factors
influencing program quality and fidelity can help evaluators explain implementation and
outcome differences across local program sites.
A foundational book edited by Wholey, Hatry, and Newcomer (2004) provides a framework for
organizing a systematic method for collecting site visit data. The authors note that the objectives
of site visits should focus on describing and explaining the situations of the sites within the
context of the program, thereby focusing on interactions between context, fidelity, and quality.
The authors suggest a careful choice of a framework in order to provide structure and avoid
overcollecting data, though the framework chosen is highly dependent on the evaluation
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questions. Unfortunately, few evaluators have described their own process for conducting
standardized site visits in peer-reviewed journals, so few examples exist to guide nascent
evaluators in planning and conducting site visits.
One example of a description of the creation and utilization of a systemized protocol for site
visits can be found in Paddock and Dollahite’s (2012) article. The authors describe the process
of creating a highly standardized and systematic strategy to measure fidelity and quality in a
large federal nutrition education quality assurance program. The protocol included evaluation
questions, preferred respondents, open- and closed-ended interview questions, and a quantitative
tool for checking off elements of the program model known to contribute to quality. Examples
such as this can help students and early-career evaluators understand how systematic protocols
are developed and used in real-world settings.
This paper describes the process of designing and implementing the site visit component of a
multisite evaluation. Because the evaluation was carried out on a rapid timeline, creating and
following a systemized site visit protocol enhanced the process of implementation evaluation and
the evaluators’ understanding of site-level programs’ contexts, fidelity, and quality. Furthermore,
the process of designing and using the protocol served to provide educational training for novice
evaluators through a structured and hands-on evaluation experience (Tourmen, 2009). The
protocol detailed here is not meant as a prescriptive tool but rather a process that evaluators can
engage to develop individualized systematic protocols for a wide variety of evaluation studies.
Methods
The systematic site visit protocol process was utilized in evaluating a nutrition education
program designed for a national youth-development organization and piloted in 5 states in 2014.
The program engaged teens and adult educators to teach youth ages 8 to 12 about nutrition and
physical activity in a 10-hour series of classes. Incorporating teens as partners in teaching was
an important and novel component of this program. Grantee states were allowed to select
curricula for nutrition education, as well as for training teen teachers. Each state was expected to
design and provide the program to 2,500 youth during nine months. A request for proposals to
evaluate the program included a quantitative outcome evaluation of all 12,500 youth participants
and a qualitative implementation and outcome evaluation with visits to implementation sites.
The full project timeline was fairly compressed (March – November) for a large-scale program.
Sites submitted interim reports to the funder on June 1st, after which the evaluation team had
through September 30th to design, carry out, and report on the site visit process. The protocol
was designed to provide evaluators a bird’s-eye view of the program in each state by meeting
with select administrators and personnel and observing a small number of lessons in action.
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Development of the Protocol
The evaluation team was comprised of one experienced evaluator (the PI) and two graduate
student research assistants (RAs). RAs began to develop the site visit protocol in early June, and
a draft site visit protocol was presented to the funder on June 30th. The funder’s request for
applications (RFA) formed a guiding framework for the evaluation by providing an extensive
and specific list of program deliverables from which the evaluation team worked. The RAs
searched the literature for information on site visits, as well as on best practices in teen teaching
and nutrition education programs to more effectively measure program quality.
The next step was to develop logic models for intended programmatic impacts. An overarching
program-level logic model was created to describe the process by which the program was
intended to change nutrition and physical activity behaviors through nutrition education. A
second model was created to detail intended developmental outcomes for teens involved in
teaching younger youth. State-level logic models were also created based on information
provided in both state funding proposals and state interim reports, to thoroughly describe the
activities being carried out or intended to be carried out in each state. (Logic models are not
included because this paper focuses on methods rather than findings of the evaluation).
The team next developed a list of general evaluation questions covering conceptual aspects of
implementation including the program’s adherence, delivery, dose, participant responsiveness,
state-level differentiation, and state-level program quality (Bickman et al., 2009; Dane &
Schneider, 1998); for example: “Has the program adhered to the goals and outcomes set forth in
the program plan (theory); and according to the [funder] deliverables?” The team then used the
RFA to create more specific evaluation questions aligning with funder deliverables and based on
fidelity/quality constructs. Below is an example of one stated goal of the funder, and the four
specific evaluation questions developed based on that goal:
Goal 1: Impact 12,500 underserved/at‐risk youth and their families in five states with
quality nutrition, budgeting, and food skills education.
Question 1: What recruitment strategies are most effective at reaching
underserved families?
Question 2: What partnerships were leveraged to recruit underserved families?
Question 3: What were the most and least effective program delivery strategies to
enhance responsiveness and reach the outcomes of quality nutrition, budgeting,
and food skills education in youth aged 8 to 12?
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Next, evaluators analyzed the evaluation questions and created a list of “preferred respondents”
at each site in order to increase standardization across site visits. In each state, intended
respondents included a state-level administrator, a site-level administrator, a curriculum
specialist, a site-level adult teacher, a site-level teen teacher, and a youth participant and his or
her parents or family if possible. Intended activities also included observing a lesson in action
and reviewing the site’s curriculum. Evaluators provided the list of intended activities and
respondents to states before visiting, and state administrators identified individuals who best
matched those roles and scheduled time with each type of preferred respondent. The process
carried out for identifying respondents is similar to that detailed by Wholey et al. (2004).
Interview questions for each respondent were developed by comparing preferred respondents/
activities to evaluation questions; 36 questions were included. Data collection tools were created
to take notes and organize conversations with preferred respondents. Evaluators used the list of
interview questions to create note-taking pages divided into quadrants to organize notes. For
example, the “curriculum” page was divided into four quadrants labeled “successes,”
“challenges,” “modifications,” and “fidelity.” Figure 1 provides an example of a note-taking
page.
Figure 1. Example Note-Taking Page
Program Administration
What parts of the program model (as specified
in the RFA) have worked well?

What parts of the program model (as specified
in the RFA) have been challenging?

Data Collection:

Programmatic Partnerships:

The interview guide for conversations with teen teachers was more regimented to assure that the
evaluators discussed the program with teens in a developmentally appropriate manner,
considering that teens were also an intended recipient, as well as a provider, of the program. The
teen teacher interview included eight specific questions such as, “What was the greatest thing
about being a teen teacher?” and “What was tough about being a teen teacher?”
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The evaluation team also developed a checklist of programmatic deliverables listed in the RFA
on which evaluators could check “yes,” “no,” or “on-track” for each deliverable in each state,
depending on whether the state-level program had already met or was prepared or unprepared to
meet the deliverable in the allotted time frame. For example, during a visit in July, a program
could be “on track” to meet the deliverable of reaching 2,500 students by the end of August. See
Figure 2 for an example of part of the deliverables checklist.
Figure 2. Example Deliverables Checklist
Required Components
Program Recipients
Reach 2,500 underserved youth and their families
Programs in rural, suburban, urban areas
Program Components
Actively engages youth and families
10 hours of programming delivered
2 capstones delivered
5 hours of community service recommended
Common Measures evaluation utilized

Yes

No

On-Track

Comments

The complete data collection instruments consisted of six pages, with sections on program
administration, curriculum, teens as teachers, family engagement, the interview guide for teen
teachers, and the deliverables checklist. Along with the data collection instruments, the site visit
protocol also included information intended to help the evaluator conduct the site visit efficiently
and effectively. The sections of the complete site visit protocol included grant deliverables and
research questions, preferred respondents, respondent questions, state-level logic models, and
data collection instruments. The state-level logic models were accompanied by a table
describing administrators’ names, titles, and position descriptions, and attached were the site’s
original application and interim reports for review. This was intended to provide the evaluator a
chance to prepare for the individual site they were visiting and plan what specific questions and
probes they might have for site respondents.
The site visit protocol was submitted to the funder on June 30th, and the first site visit was
conducted July 6th. The protocol was revised for ease of use after feedback from the first site
visit, and subsequent site visits were conducted July 22nd, July 23rd, August 6th, and August 14th.
The draft evaluation report was due on September 30th. In all, during this short time, site visits
were conducted in five states at nine distinct program sites.
Modifying the Protocol
The protocol allowed the evaluators to approach site visits in a systematic and organized way;
however, the realities of field work necessitated changes to the protocol to enhance its utility.
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After piloting the protocol at the first site, the most noticeable issue was in the note-taking pages.
This instrument was thorough but long and unwieldy. The original version was organized by the
individuals and roles that evaluators planned to interview at each site. However, multiple
individuals often had overlapping responsibilities and areas of knowledge. As such, the notetaking pages were redesigned to cover topical areas, rather than focusing on preferred
respondents. This way, the evaluator could cover one topic at a time, moving through the whole
instrument with each respondent or moving between topics as the respondent changed subjects.
The instrument was used to organize notes but was not followed strictly during visits, as
differing circumstances at each site required rapid adaptation of data collection and organization
strategies.
Recording Data
Visits were conducted across one or more days, and activities included driving to multiple sites;
observing lessons in action; having lunch, dinner, and meetings with program administrators;
viewing office and storage spaces to assess the logistical needs of the program; viewing
curriculum materials and site records; and meeting with teen and adult teachers. Evaluators used
time in transit before visits to review the site visit protocols, focusing on the logic models and
highlighting specific questions for the site. Field notes were recorded in the designated areas of
the data collection instruments, as well as in margins, backs of papers, and on separate lined
paper, reflecting evaluators’ tightly-packed agendas during site visits.
Evaluators created site visit reports both individually and collectively, often directly following
the visit. The information provided in the protocol and the notes that evaluators took on data
collection instruments helped to structure site visit reports. Reports were constructed both
chronologically and thematically, beginning with a description of the site and the visit, and then
focusing on thematic areas aligning with topical areas of inquiry (administration, logistics,
curriculum, teens as teachers, etc.). Site visit reports included footnotes and highlights of
information of particular interest or importance and questions for site follow-up via phone or
email. The checklist of deliverables was completed after the site visit as evaluators reviewed site
visit reports and notes. After each report was compiled, the RAs analyzed it and extracted
information aligning with each evaluation question. This helped to organize information
systematically and ensure that evaluation questions were answered thoroughly.
Analysis
Themes for the final report were developed both prescriptively and emergently. Emergent data
analysis techniques stem from grounded theory (Corbin & Strauss, 2008) in which qualitative
researchers allow themes to emerge organically from the experiences of their research subjects,
while the use of sensitizing themes is akin to focused coding (Emerson, Fretz, & Shaw, 2011) in
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which researchers develop a list of themes based on a predetermined theoretical and conceptual
framework and apply them to the data. Sensitizing and predetermined themes were developed
based on the programmatic requirements and best practices of nutrition education and teen
teaching programs, as well as the required deliverables stated in the RFA. Emergent themes
were compiled as site visits proceeded and served to influence the data collection process
iteratively and inform final findings. As themes emerged, evaluators probed on particular
questions and posed follow-up questions to previously visited sites.
The evaluation team met to create a list of primary themes for the final report and divided the list
amongst team members to create sections of the final report. Sections were organized by topical
themes, including teen teaching, teen training methods and curricula, nutrition curricula,
programmatic partnerships, staff training, budget and staffing, and components of the grant that
were under-realized across sites. For each section, team members read back through site visit
reports to summarize and compare across sites and wrote on successes and challenges evident in
program implementation.
The preliminary evaluation report was provided to the funder, as well as to state-level program
administrators. The preliminary report was discussed at a debriefing meeting hosted by the
funder and attended by the PI and program administrators from each state. During this
debriefing, administrators were asked to comment on the preliminary report and provide their
own perspectives of the program for comparison in order to corroborate evaluators’ findings and
provide further insight into the utility of the program model. Themes from the preliminary
reports were refined and expanded upon during this discussion. The final report was presented to
funder after quantitative outcome evaluation data was analyzed and added to the report.
Discussion
Through the process described above, the evaluation team created a systematic site visit protocol.
The discussion focuses on how the team used the protocol during site visits and what lessons can
be garnered from the process.
Utility of the Protocol
The components of the site visit protocol enhanced its utility on the ground, providing structure
and organization to the process. Evaluators continually reviewed research questions, interview
questions, and site-specific information during visits to ensure consistency of data collection and
recorded notes and ideas on documents to spur further discussion.
Including personnel lists and state-specific logic models in the site visit materials increased the
utility of the protocol. Logic models for each site-level program allowed for a quick review of

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 5, Number 1, 2017

Volume 5, Number 1, 2017

Full Issue, Volume 5, Number 1

137

Design and Use of a Systematic Site Visit Protocol

134

the program immediately preceding each site visit so evaluators could make note of particular
questions for site-level administrators. Notes were made on logic models to clarify which parts
of the grantee’s proposal were being implemented. Notes were also made on staff position tables
in order to remind evaluators of which individuals were answering questions (e.g., Nancy X,
Program Assistant). Having a summary of the site’s unique program model and personnel plan
on hand helped evaluators prepare for and efficiently carry out each visit.
While meeting with preferred respondents, evaluators referred to the list of interview questions
and also to the note-taking pages and deliverables checklist to ensure that necessary topical areas
were covered. The inclusion of the complete list of interview questions in site visit protocols
allowed evaluators to check off completed questions and make notes of which questions required
further inquiry. The interview guide for teen teachers helped evaluators maintain a level of
consistency across groups of teen respondents, and topically-organized note-taking pages
allowed flexibility in the data sources while still providing a systematic organization strategy for
data collection. Evaluators were able to add questions as they arose and organize new questions
thematically and by respondent to ensure that they would be asked of the correct individuals.
For example, one protocol includes the note, “budget and staffing” in the questions under the
administration category. This topic arose as a salient issue during an early site visit and became
a primary theme in the final report as different approaches were observed across sites. Having
access to a complete and organized list of evaluation and interview questions during each site
visit allowed evaluators to record and organize their thoughts more systematically and ensured
that salient topics were discussed.
As aforementioned, the checklist of grant deliverables was used post-visit while creating site
visit reports. The checklist ensured that evaluators collected all of the necessary information and
allowed them to track where low fidelity existed within state-level programs. For example, one
grant deliverable (providing bags of groceries to participating families) was added to the list of
program requirements late. Review of the checklists highlighted that some sites had more
complex operations because they were trying to reach this grant deliverable. Sites with fewer
logistical challenges related to this late expectation had neglected to provide this additional
deliverable or provided it in a way that did not align perfectly with the RFA requirements to
reduce logistical challenges. In this way, the checklist enabled evaluators to compare
deliverables envisioned by the funder with realities of time and staffing concerns for the sites to
assess how fidelity interacted with quality and sustainability of the program. This finding points
to the importance not only of measuring the processes of a program but also of understanding
why certain processes are implemented and what motivations and contextual factors drive
differences in program delivery.
Despite its careful and deliberate design, the site visit protocol was not always followed with
perfect fidelity due to the realities of field work. For instance, although the protocol was well
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organized, the reality of data collection was rarely a well-organized and standardized process.
Evaluators met with widely varying groups of people across sites depending on the availability
of participants and administrators. At some sites, teens were interviewed individually, while at
others, they answered questions in groups, and at one site, only one teen was available at the time
of the interview. Evaluators took notes on the interview guide, as well as on lined paper and on
the backs of other sheets within the protocol, which sometimes led to disorganized notes.
Widely differing program implementation and availability of individuals across sites made data
collection challenging, and although a systematic plan was in place, evaluators were not always
able to follow that plan.
Despite limitations, the evaluation process benefited from the inclusion of a structured protocol
for conducting site visits. Although the protocol was not followed flawlessly, it provided clear
guidance to evaluators as they conducted the site visits and a framework for preparing complete
and organized site visit reports. The preparation involved in creating the site visit protocol
allowed evaluators a deep understanding of the intentions of the program model, and having the
full protocol on hand during the site visit meant evaluators could continually refer back to the
program model and intended questions during the visit. Use of the protocol enhanced the
objectivity and consistency with which the site visit was conducted, as well as evaluators’ ability
to think quickly and make analytical deductions on the ground. Each site an evaluator visits is
inevitably unique from the last, so some level of variability in implementation across sites is
expected. However, coming prepared for variation with a strategic and systematic plan for site
visits will help evaluators collect more complete data.
Measuring Quality and Fidelity within Context
The protocol developed for this evaluation specifically addressed issues of both fidelity and
quality (Bickman et al., 2009; Dane & Schneider, 1998) within each unique site context.
Evaluation areas of inquiry tied directly to issues of fidelity, covering program adherence;
program delivery; program dose; participant responsiveness/engagement; and differentiation
between national-, state-, and site-level programs. The incorporation of grant deliverables in the
logic model and subsequent comparison between overarching and state-level logic models
enabled an understanding of how the programs both adhered to and differed from the program
model presented by the funder. The data collection instruments were crafted to measure specific
aspects that evaluators understood to be most important to programmatic fidelity. Visiting sites
allowed evaluators to assess the extent to which delivery of each site-level program followed the
goal of engaging teens as true partners in teaching. Evaluators were able to assess participant
dose by probing on lesson time provided and participation rates and participant responsiveness
and engagement through observation; quantitative outcome data also helped assess
responsiveness.
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The evaluators determined program quality based on a literature review and the research team’s
prior experience in designing and evaluating youth programs. A prior understanding of the
literature was crucial in evaluating the quality of each site-level program. Aspects of quality
reflected in the literature review included youth-adult interactions, approaches to teen teaching,
and uses of nutrition education curricula. The RFA provided more empirically informed
guidelines for nutrition education but fewer for teen teaching programs, so reviewing the
literature on teens-as-teachers was a crucial step in measuring program quality. A thorough
investigation of the literature led to the development of an overarching logic model for teen
teacher programs. Quality was then measured by comparing program implementation to the
necessary aspects of teen teaching according to prior research. For example, the inclusion of
time for reward and recognition, as well as for debriefing and feedback are cited as important
features of teen teaching programs (Lee & Murdock, 2001). Evaluators used these and other
indicators from the literature to rate and describe the quality of the different approaches to teen
teaching. Wide variation was found in the quality of teen teaching aspects of the site-level
programs, with teens acting as lead teachers or collaborators in some programs and as assistants
with few responsibilities at others. As demonstrated in previous literature (Zvoch, 2012; Zvoch
et al., 2007), an overly-flexible program model for the teen teaching elements led to high
differentiation in program quality and to programs with high fidelity but low quality. Having
conducted a thorough literature review allowed evaluators to make specific recommendations to
the sites and funder to improve program design and implementation.
Implications for Novice Evaluators
Several lessons can be taken from the process of developing a systematic site visit protocol.
Such a protocol can be useful in structuring and guiding novice evaluators through the process of
conducting an implementation evaluation and learning about a program.
Systemized programmatic inquiry. Utilization of a systematic site visit protocol denoting
areas of inquiry, preferred respondents, and the unique program model for the site helps the
evaluator ensure consistency and completeness of data by enhancing the intentionality with
which the site visit is conducted, the transparency of the evaluation process, and the emergence
of important themes and findings for evaluation reports.
Systematic protocols can enhance intentionality within evaluations by allowing evaluators to
create and use systematic data collection instruments. Evaluators should move through this
process in a logical progression: 1) Gather and review information on intended program
deliverables, 2) Conduct a literature review of programmatic best practices to measure elements
of program quality, 3) Develop program logic models, 4) Develop evaluation questions, 5)
Create lists of preferred respondents, 6) Develop interview questions aligning with preferred
respondents to answer evaluation questions, and 7) Draft data collection instruments. The order
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of this procedure roughly mirrors the process detailed in the Methods section. By compiling
these tools and resources into one document, evaluators can work to ensure they have been
thorough and intentional in exploring necessary areas of inquiry during visits. This also enables
evaluators to be prepared for and keep track of complexities of the program at the site level.
Systematic site visits have the potential to increase transparency in the site visit process. The
thought of external program evaluation can be daunting for implementers. By preparing sitelevel administrators with a list of preferred respondents and themes for the site visit, evaluators
can reduce stress on site administrators and shift the power dynamics of the evaluation process.
Administrators can fully prepare for site visits by scheduling the evaluators’ time and preparing
documentation to answer evaluators’ questions. During the aforementioned project, evaluators
provided the list of preferred respondents and activities to sites in preparation for site visits.
Many administrators used these items to structure evaluators’ time down to the hour which was
highly efficient. Providing areas of inquiry and preferred respondents to site-level administrators
in advance can allow them to feel prepared for and comfortable with the site visit process.
The structure created by a systematic site visit protocol can also enhance emergence in the data
analysis process. By maintaining detailed and organized notes on the program, evaluators can
record questions and themes as they emerge and easily refer back to them during site visits. This
is necessary in any qualitative research but especially important for evaluators, who often must
become experts on the intricacies of complex programs within short periods of time. Becoming
familiarized with the program and having a clearly organized tool for recording and revisiting
information both during and after site visits helps the evaluator recognize and remember
important themes as they emerge across site visits.
Site visits as a teaching technique. The creation and use of a systematic site visit protocol as
described has particular relevance to the education of novice evaluators. Tourmen (2009) notes
that new evaluators tend to focus on utilizing systematic and technical methods in their work,
while experienced evaluators focus on programmatic goals and political implications involved in
evaluation and base their evaluation approach more on usability than technical exactitude. The
evaluation team for this project was comprised of one highly experienced evaluator and two
students, and the experiences of these team members mirrored Tourmen’s continuum.
Creating a systematic site visit protocol allowed the RAs to develop their knowledge and
experience base in the field of program evaluation. During site visits, the materials in the site
visit protocol helped the RAs keep track of a large amount of information and increased their
level of comfort in requesting to observe the necessary components of the program. Experienced
evaluators may feel comfortable going to site visits with less structured plans for data collection,
but for novice evaluators, the process of preparing for field work in a systematic way is
invaluable.
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The processes of analysis for the RAs and the PI also differed in ways aligning with Tourmen’s
(2009) assessment of the different processes used by experienced vs. novice evaluators. The
RAs applied evaluation and interview questions to the site visit reports, drawing out themes. The
PI did this as well but also used her knowledge of youth development programs and of the
special challenges site-level administrators might have in running such a program to shape the
areas of inquiry and the focus of the findings. For example, the PI identified budget concerns as
a primary theme during a site visit, noting how budgets were allocated differently across states
and how budget allocation affected staff time, and therefore, project organization and
sustainability. Having both experienced and novice evaluators on the team provided multiple
perspectives from which to view the program and resulted in an analysis that was both structured
and responsive to the unique situations of the state-level programs.
Conclusion
This paper presented the description of a systematic site visit protocol in an attempt to encourage
the creation and utilization of well-planned frameworks for conducting site visits. Within a short
time period, evaluators were able to develop a protocol including fidelity and quality constructs
that enabled the collection of extensive data during brief site visits. This method is useful in
conducting implementation evaluations because it promotes a logical and comprehensive
procedure through which to assess implementation across multiple sites. By developing and
implementing systematic site visit protocols, novice evaluators can learn to conduct organized
site visits and collect credible data. By sharing and critiquing techniques and methods for
conducting site visits, evaluators can promote high-quality data collection in evaluation, as well
as provide effective training for students and novice evaluators.
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Healthy Food Access in Missouri Food Pantries
Through Evidence-Based Intervention
Darren Chapman
University of Missouri
As food insecurity rates have seen a marked increase over the past ten years, a
growing number of individuals rely on public and private food programs to meet
household food needs. Despite the growing use of food pantries as a consistent
food source and the disproportionate occurrence of negative health outcomes
among food pantry users, few evidence-based initiatives have been implemented
to improve users’ access to healthy foods. Consequently, empirical knowledge
about the feasibility and effectiveness of programming as a means for improving
healthy food access and well-being amongst pantry users remains limited. In
response to this gap, the current study used a strengths-based approach to
explore the successes, benefits, and sustainability of an evidence-based healthy
food initiative launched in two food pantries. Results from this study indicated
that healthy food initiatives can successfully increase access to healthy food
options and be sustained post-program involvement. The identification and
expansion of community support in program development and implementation are
key components to program success. Healthy food initiatives at food pantries
should focus on capacity-building efforts to promote community support, program
success, and sustainability.
Keywords: Evidence-based intervention, food pantry, healthy food access,
gardening, rural, capacity building
Securing adequate and nutritious food is imperative to one’s health, with many negative health
outcomes correlated with poor diet and nutrition (Centers for Disease Control and Prevention,
2012). Food security is defined as the access by all people at all times to enough food for an
active, healthy life (Coleman-Jenson, Nord, & Singh, 2013). In contrast, food insecurity exists
when at least one person in a household lacks adequate and consistent access to food (ColemanJenson & Nord, 2013). Very low food security exists when there is a disruption of eating
patterns of one or more individuals in the household due to insufficient financial resources or
deficient access to food (Coleman-Jenson, Gregory, & Singh, 2014).
In the United States, 14.3% of households experienced food insecurity at some point during
2013, with 5.6% of households reporting very low food security (Coleman-Jensen et al., 2014).
The highest rates of food insecurity have been identified in large metropolitan centers and
Direct correspondence to Darren Chapman at drcbn7@mail.missouri.edu
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contrasting rural areas, in households with children and minority populations (Coleman-Jensen et
al., 2013; Coleman-Jensen et al., 2014; Coleman-Jensen & Nord, 2013; Rank & Hirschl, 2005),
and is most commonly predicted by poverty (Cafer et al., 2013; Cook & Frank, 2008; Loopstra
& Tarasuk, 2013; Rose, 1999). Rates of food insecurity have increased during the past decade.
Specifically, Missouri has experienced the largest increase in the percentage of very low food
security and ranked second in the increase in percentage of food insecurity during the past
decade (Coleman-Jensen et al., 2014). These trends suggest that an increasing number of
Missourians have inconsistent access to food, and an even greater portion are unable to meet the
food needs through existing acquisition strategies (Cafer et al., 2013).
Individuals facing food insecurity often turn to public and private nutritional assistance programs
to meet food needs. In 2012, 59% of food insecure households utilized government nutritional
assistance programs (Coleman-Jensen et al., 2013). Although participation in food assistance
programs has been associated with decreases in economic strain related to food acquisition
(Mabli, Jones, & Kaufman, 2013), participating individuals and households can, and often do,
continue to identify as food insecure. In addition to public assistance programs, an estimated
33.9 million Americans received food from one of approximately 33,500 food pantries operating
nationwide (Mabli, Cohen, Potter, & Zhao, 2010). Given the charitable nature of food pantry
services, users are at the mercy of donations in regards to health, quality, and availability, with
users reporting deficient or undesirable food options (Oberholser & Tuttle, 2004).
Research shows that fruit and vegetable consumption is positively associated with beneficial
health outcomes (U.S. Department of Agriculture & U.S. Department of Health and Human
Services, 2010), yet these foods are often limited in food pantries. Compared to the general
public, food pantry clients consume reduced quantities of fruits, vegetables, and fiber (Duffy,
Zizza, Jacoby, & Tayie, 2009; Robaina & Martin, 2013). Many pantries only provide fresh fruits
and vegetables during a portion of the year (Jensen, Heflin, Hermsen, & Rikoon, 2011), with
typical fruit and vegetable provisions including less nutrient dense options like potatoes and
onions (Ross, Campbell, &Webb, 2013).
The consequences of food insecurity for individuals and households are wide-reaching; food
insecurity has been linked to adverse outcomes in economic, social, physical, and psychological
domains (Cafer et al., 2013; Cook et al., 2004; Lee & Frongillo, 2001; Stuff et al., 2004). Most
notably, food insecurity has been linked to a plethora of negative health outcomes, including
diabetes, high blood pressure, high cholesterol, and obesity. Researchers have consistently found
significantly higher rates of identified negative health conditions among food pantry users (Cafer
et al., 2013; Foulkes, Heflin, Hermsen, Raedeke, & Rikoon, 2011). Noted disparities in pantry
users’ access to healthy food, coupled with the deleterious health-related costs of food insecurity,
suggest a need to attend to the social determinants of health and food access in food pantry
populations.
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Despite the growing use of food pantries as a consistent food source and the disproportionate
occurrence of negative health outcomes among food pantry users, few evidence-based initiatives
have been implemented to improve users’ access to healthy foods. Consequently, empirical
knowledge about the feasibility and effectiveness of programming as a means for improving
healthy food access and well-being amongst pantry users remains limited. In response to this
gap, the current study used a strengths-based approach to explore the successes, benefits, and
sustainability of an evidence-based healthy food initiative launched in two food pantries. Three
primary research questions guided the study:
Q1. Was the evidence-based healthy food program successful in promoting gardening
and healthy food access?
Q2. What factors were associated with program successes?
Q3. What program activities were sustainable and what organizational factors promoted
this sustainability?
Growing Together
Growing Together is an evidence-based healthy food initiative informed by the work of an
interdisciplinary research team at a Midwestern university. The initiative addressed health
disparities identified among food pantry clients through three primary goals:
1.
2.
3.

Increasing the capacity of local food pantries to initiate programs, projects, and
policies to increase access to and consumption of healthy food for pantry users;
Enabling food pantry users to grow fruits and vegetables in home and community
gardens; and
Creating a peer learning network for food pantries and their partners across the state
to disseminate best practices among the more than 400 pantries statewide.

These goals and the premise of Growing Together were derived from data indicating that 40% of
food pantry clients utilized gardens as a food source (Cafer et al., 2013). Importantly, the current
study was designed with goals one and two in mind; goal three will be explored in a later study.
Growing Together program participation included a two-year intensive partnership between
program administrators, food pantry staff, and community members. Food pantries were
selected for participation based upon the pantry’s willingness to provide a central space and
support for project activities (e.g., garden seed distribution), form a Wellness Committee, and
provide gardening opportunities within the community. Beginning in year three, participating
pantries assumed primary responsibility for day-to-day operations of project activities (e.g.,
resource distribution, community education) but were provided with ongoing support as needed.
During the first year of program activities, two food pantries were selected for participation;
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these pantries are the focus of this study. In years two and three, two additional pantries were
added annually.
Growing Together provided vegetable seeds and transplants, educational materials, and one-onone advice (e.g., how to plant and harvest produce) during food pantry distributions.
Additionally, Growing Together administrators worked with food pantry staff to identify and
connect individuals in the community through the development of “Wellness Teams.” These
teams provided an opportunity to formalize partnerships within the community that serve to
carry out program activities and share the financial responsibility and labor necessary to carry
out the added gardening activities at the food pantry. Finally, Growing Together provided
financial support for developing opportunities to expand access to gardening space for pantry
clients. This financial support could be utilized for establishing or expanding a community
garden or the purchase of tools and equipment needed for community garden activities.
Methods
Sample
The first cohort of food pantries in Growing Together made up the bounded system for this
study. The included pantries are located in the rural, nonmetropolitan cities of Robertsville and
Chandler in Missouri. Both pantries have been in operation for over 15 years, are housed in
permanent locations in the main business district of their respective cities, and serve a combined
total of roughly 2,000 clients per month.
Robertsville. The city of Robertsville is located in Richards County and is the county seat. The
city is home to 1,700 people, roughly 30% of the county’s population. During the last decade,
the county population decreased by nearly 5%. The residents of Richards County are
predominantly white (98%); Hispanic or Latino persons account for 1.6% of the population.
While the percentage of high school graduates or equivalent is higher than statewide rates, rates
of college level educational attainment are less than half of the statewide average. The
unemployment rate for the county is 8.7%, and 18.4% of the county population lives below the
poverty level; both of these economic indicators are above state averages.
Founded in 1999, the Robertsville pantry moved to its current location in 2013. The pantry
serves approximately 850 people during its monthly distribution. With a newly renovated
building, the pantry includes classrooms, a kitchen, and a thrift shop. Nearly 50 volunteers from
the community and surrounding county provide all of the labor necessary to carry out its
operations.
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Program efforts in Robertsville focused on the development of partnerships to provide a wider
range of centrally-located services within the rural community. The action plan developed by
the community wellness team included six major goals: 1) stay connected with area Community
Health Needs Assessment, 2) increase partnerships in the community in order to host a greater
number and range of hosts during food pantry distributions, 3) develop partnerships to provide
transplants for pantry clients, 4) expand offerings for seed distribution and gardening education
program during food distributions, 5) identify options to support the continuation of seed and
transplant distribution, and 6) host tool drives to ensure access to necessary tools for pantry
clients. The food pantry also attempted to develop a community garden.
Chandler. The city of Chandler is located in Sharron County and has a population of 4,200
people, roughly 10% of the county population. The county population is predominantly White
(91%); African American, Hispanic or Latino, and Asian populations each account for roughly
3% of the remaining population. County high school graduation rates and percentage of college
graduates is similar to statewide rates. The unemployment rate for the county is 7.7%, and
18.1% of the population lives below the poverty level. Both of these economic indicators are
above statewide averages.
Also founded in 1999, the Chandler Community Center serves over 1,000 people each month.
Housing multiple agencies, a thrift shop, and educational classrooms, the pantry has expanded to
become a community resource center, offering an array of services for low-income families. The
pantry has five paid staff, two of which are full time. Additionally, over 90 local volunteers help
to carry out community center operations.
Program efforts at the Chandler Community Center focused on developing a community garden
and expanding opportunities for youth engagement in gardening. Additional goals outlined in
the wellness team action plan included development of partnerships to expand provisions of
seeds and transplants to pantry clients and identification of ways to continue seed distribution
and garden education post-program participation. Additionally, the program engaged
homebound pantry users in container gardening activities.
Procedure
Collaboration within- and between-pantry affiliates, community businesses and citizens, program
implementers, and researchers was seen as key to uncovering pantry needs and available
resources. As such, “Wellness Teams” consisting of pantry staff and volunteers, community
members, pantry users, and project coordinators were created to assist with advising, developing,
and implementing project activities. Specifically, Wellness Teams created individualized action
plans for pantries and identified strategies that could increase provisions of local, healthy food
options to pantry users – a central goal of the project. Healthy food access was promoted though
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pantry policy implementation, local food partnerships, access to community gardens, and the
promotion of personal food production. Importantly, pantry users also guided project activities;
project adjustments were made in accordance with changes in user and community needs.
Consistent with case study methods, a wide range of data regarding program implementation and
program outcomes was collected. Document analysis, gardener survey datasets, and interviews
with food pantry directors allowed for exploration of the study’s main goals through multiple
vantage points. Document analysis was utilized to provide information on the activities,
implementation strategies, and outcomes of the Growing Together program at each pantry.
Documents included the grant proposal and yearly progress reports to the program funder.
Additionally, interviews were conducted with participating food pantry directors at the beginning
and end of program involvement. Pantry directors served as primary informants based upon
their knowledge and insight into pantry operations and activities of pantry Wellness Teams.
Interview days/times were selected by pantry directors and took place at the food pantries for
both convenience and comfort. Pantries were also selected as interview locations to ensure
access to pantry information.
A graduate research assistant closely affiliated with the project conducted the interviews.
Interviews lasted approximately one hour and fifteen minutes and were based on a 50-question,
semistructured survey protocol concerning four major areas: pantry operations; role of food
pantry; types, quantities, and sources of food; and program participation. Pantry director
interviews were conducted during February and March of 2015, following two-year participation
in Growing Together. Post-participation interviews were also conducted to determine the
sustainability of implemented pantry programming. Interviews conducted pre- and post-program
participation allowed for investigation of directors’ experiences across time. This multimethod
data collection approach allowed for a more holistic representation of program activities.
Analysis
Interview data were coded using a three-step process. Descriptive codes were developed during
initial readings of the transcripts using direct words and quotes to identify concepts (i.e., open
coding). Transcripts were re-read, and related open codes were grouped together to form
categories (i.e., axial coding). Finally, from these categories, holistic themes were then
identified. Researchers utilized triangulation, member and peer checks, and a multimethod data
collection approach to ensure rigor. A holistic review of the collected data revealed consistency
in reporting across all forms of data, boosting researchers’ confidence that directors’ reports were
in fact fair representations of their experiences with Growing Together.
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Results
Q1: Was the Growing Together program successful in promoting gardening and healthy
food access?
Document analysis of program activities provided insight into the success of the program, as
well as barriers to participation in gardening-promotion activities experienced by some clients.
Roughly 45% of pantry users participated in program activities for each of the locations. Of
those that picked up materials during distributions, 85% of survey respondents utilized materials
provided by Growing Together to plant a garden. Individuals that reported not having a garden
indicated that they shared the materials with friends and family. Of those that planted gardens,
90% reported having successful gardens, marked by reports of food growth and harvest. Of the
10% that reported garden failure, chief causes included too much rain or flooding early in the
season, poor soil conditions, physical limitations, drought, pest and animal problems, lack of
access to a tiller, and the inability to water.
Usefulness of program activities was evaluated during client post-test surveys each year of
participation. Specifically, respondents were asked to rate the usefulness of seeds, transplants,
garden discussion/advice, container gardens, and educational handouts. Respondents generally
rated all gardening resources as “very useful,” and provisions of garden seeds and transplants
were reported as most useful for gardeners. Respondents often commented on how the provision
of garden resources (e.g., seeds) allowed them to garden without concern for the economic strain
associated with establishing a garden.
Information about garden productivity was collected throughout program participation. A selfreport measure asked individuals to compare the productivity of their current garden to last
season’s garden on a 5-point Likert scale, with lower scores indicating less productive gardens.
The majority of gardeners reported productivity between “somewhat” and “very productive,”
with an average reported productivity of 3.9. When comparing productivity to previous years’
gardens, 52% of program participants indicated an increase in garden productivity.
Nearly all individuals who gardened (97%) reported using their garden produce fresh from the
garden, and many reported saving or storing produce for use during nongardening months.
Approximately 48% canned and/or froze some of their produce. The majority of gardeners
indicated that they canned (51%) or froze (60%) more produce when compared to the previous
year. Ninety percent of gardeners reported sharing their produce with others. Most gardeners
shared with friends, family, and neighbors, and roughly 7% of respondents reported sharing with
organizations such as senior centers, food pantries, or food banks. Seventy-five percent of
respondents indicated that they shared the same or more during program participation when
compared to previous years.
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Q2 and Q3: What factors were associated with program successes? What program
activities were sustainable and what organizational factors promoted this sustainability?
In addition to gardener surveys, interviews with food pantry directors provided insight into the
perceived success of program participation, as well as perceptions of program sustainability
following program facilitators’ decreased involvement. Although participation objectives and
outcomes varied between the two food pantries in the cohort, key themes emerged in both
directors’ narratives about their experiences with the program. Specifically, community support
and leadership were described as important to pantry and program success. Together, these
themes (and their related subthemes) provided insight into the usefulness and relevancy of
program activities and goals, as well as the concept of capacity building.
Community support. Community support emerged as an important driver of program success
and usefulness. Food pantry directors emphasized the importance of key, related concepts of
volunteerism, place, and partnerships. Additionally, pantry directors indicated that prior to their
partnership with Growing Together, community support played a key role in providing existing
foods and services.
Volunteerism. Volunteerism was critical to pantry operations at both locations.
Volunteers carried out the majority of food pantry labor, including activities of home deliveries,
food distribution, thrift store operations, and local food pick-up. In Robertsville, all positions
within the pantry were fulfilled by nearly 50 volunteers. The Chandler pantry had five paid staff,
but relied heavily on the assistance of over 90 volunteers to carry out the many services of the
Community Center.
While the need for volunteers and the demographics of volunteers was quite similar for both
pantries, the outlook on volunteer recruitment and assistance differed between locations. Within
both locations, the majority of volunteers were retired community residents. An aging volunteer
force was a cause for concern within the Robertsville pantry; specifically, the pantry director
expressed concern that the activities the pantry was able to offer were limited by its aging
volunteer network: “It’s not that we don’t have great volunteers, but they’re aging, and some of
the positions here require more strenuous activity than they’re used too…or need to be doing at
their age.” Conversely, the Chandler director viewed the pantry’s aging volunteer base more
positively. Volunteer opportunities were seen as a way for an aging demographic to engage with
the community and their peers while promoting a sense of self-worth.
Volunteer engagement in project activities emerged as a contributor to project sustainability and
success. When volunteers were perceived as active, engaged contributors to pantry operations,
pantry directors were more optimistic about pantry successes and program sustainability.
Comparatively, when volunteers were lacking or appeared disengaged, directors were less
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hopeful. For example, when asked about the possible continuation of programming, the
Robertsville director identified the volunteer base as a key area of concern, stating, “I think that’s
the downfall, I think it’s just people. We’re a small community, and we don’t seem to have as
many volunteers as I would like.” Given the lack of volunteers and noted difficulties in
recruiting new (and younger) volunteers, continuation of all project initiatives was perceived as
unlikely.
Similarly, the director at Chandler stressed the importance of volunteers in implementing
programs; however, the volunteer network was perceived as less of a limiting factor and more of
a motivator to expand resources and programs for clients. “We just started it [the community
garden] right before you guys [Growing Together] joined forces, so I just felt like the idea and
concept was good, but you see so many times these things failing…lack of volunteers.” Within
Chandler, there is a surplus of volunteers, and many are directed to other local agencies because
the pantry’s volunteer needs are saturated. This surplus provides opportunity for dedicated
volunteers to work on gardening and educational initiatives without taking away from other
operations within the Community Center. It also provides an improved outlook for program
sustainability after participation.
Place. The physical location of the food pantries played an important role in defining the
operation and eliciting support from the community. Both pantries were centrally located within
their respective communities and housed multiple resources for clients in a single location. In
both locations, a thrift shop was located in the same building as the food pantry and offered
affordable shopping opportunities for clients and community members.
Prior to establishing permanent pantry sites, both locations reported lower community awareness
of pantry activities, amounts of food donated, and levels of trust of their services. The Chandler
director stated, “This community is really funny when something first starts. There’s a little
hesitancy to see if it’s going to be successful.” Permanent physical locations allowed for the
stability of services and the opportunity for growth within each pantry. In Chandler, the physical
location allowed multiple agencies to be housed at one location, thereby centralizing many
services that clientele typically utilized. In Robertsville, transitioning from a mobile pantry to a
permanent location with an address literally “put us on the map.” Directors perceived that
permanent, physical locations allowed for growth and provision of services not previously
offered. Land ownership also allowed for the creation and expansion of a community garden at
the Chandler location. Without this space and control over its use, the pantry director doubted
that the success experienced in the community garden would have ever occurred.
Additionally, the culture present within these rural locations proved to aid in client participation
and acceptance of gardening activities. Directors from each pantry indicated a history of
gardening, recognizing that “I always worked in a garden with my parents and raised our own
food.” The directors felt that this was a common experience within their communities, and
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gardening surveys confirmed their reports. Ninety percent of respondents had previous
experience vegetable gardening. Between both locations, the average experience of gardeners
was nearly 24 years. Familiarity with gardening and a cultural acceptance of the practice as a
vital food source were perceived as contributors to program success.
Partnerships. Partnerships allowed for a network of supports in each community but
were largely dependent on the presence of available community resources and personal
knowledge and connections of pantry directors, staff, and volunteers. Pantry directors, both
reporting a lack of knowledge about promotion of personal food production (i.e., “I had no idea
when to plant certain things…there was a lack of knowledge” – Robertsville director), cited
partnerships as critical to expanding pantry services. Wellness Teams consisting of pantry- and
non-pantry-affiliates allowed for sharing of resources, including personal connections, skills, and
knowledge, that better enabled pantries to meet client and program needs. Such partnerships
allowed pantries to maintain focus on existing services while fostering expanded opportunities.
Directors credited Growing Together as a facilitator of partnership creation: “(We) didn’t have
those partnerships until after you guys [Growing Together] got involved and were able to bring
in Master Gardeners and local garden shops” (Chandler director).
In Robertsville, Wellness Team objectives centered on service expansion, and partnership
creation and maintenance were seen as primary means for achieving this goal. In addition to
Wellness Teams, other noteworthy partnerships that were identified and utilized in Robertsville
included university Extension agents, the department of transportation, the department of
conservation, the county health department, and the community action corporation. Considered
collectively, partnership engagement allowed for expansion of services in other needs-driven
areas (e.g., provisions of child car seats, flu vaccines, insurance counseling, personal financial
planning, canning and pressure gauge testing, and transplants for gardeners).
In Chandler, Wellness Team objectives centered on the development and expansion of the
pantry’s community garden and increased garden involvement amongst youth. To address their
goals, partnerships were developed with the local Master Gardener group, various local
businesses, and the Chandler 4-H club. Partnerships with local businesses provided financial
support for garden development, with a local nursery providing support for gardeners and
discounts to pantry clients on seed and transplant purchases. When community garden spots
were not completely filled by pantry clients, local businesses adopted community garden spots,
donating time and resources to plant and maintain the plot. Harvest from adopted plots was then
donated to the food pantry.
Leadership. The second theme that emerged in director’s narratives was the concept of devoted
and driven leadership. The importance of this theme resonated at all levels of the program, from
Growing Together staff to pantry directors to community garden leaders. Attributes of
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leadership that were perceived as most important to program success included the passion and
vision of leaders and the sourcing and provision of funding.
Passion and vision. The importance of passion and vision of leaders was identified at
multiple levels, from the food pantry director to project coordinators to partners of the program.
Both pantry directors identified a personal connection with their communities, fostering a desire
to meet their community’s needs. The Robertsville director stated:
I just care about the community. I grew up here and lived away for several years and
have found myself back. Robertsville is always going to be home. It’s a sense of pride
and it’s great to see Richards County flourish. I’d love to see that.
In addition to this personal connection, the view of the pantry as a holistic resource emerged as a
common motivator for participation in programs that seek to empower individuals and meet the
array of needs that clients face. While limited by the nature of pantry operations, the
Robertsville director stated:
I think Growing Together is by far the most positive program that I’ve seen as far as this
pantry. Anything that teaches people sustainability or has them growing their own food
is, in my opinion, a lot better than just giving them food.
This desire to provide opportunity for clients to obtain food without needing assistance from the
food pantry was echoed by the Chandler director:
We’ll help you with your temporary emergency needs through the food pantry, through
the benevolent financial assistance, through the thrift store if you need supplies, but we
also want to provide you with that training to help you get out on your own.
Identified traits of enthusiasm and compassion for clients proved to be critical to the success of
programs, as well as client reception to programs. When speaking of Growing Together
coordinators, one pantry director stated that, “when you like what you’re doing and you care and
feel like you’re making a difference…it just shows.” The director went on to speculate that the
client’s perception and utilization of new resources was largely affected by the passion of pantry
and program leadership. This enthusiasm was perceived as extending far beyond project
coordinators and was also of great importance within pantry leadership. As one director put it,
“my volunteers will be as enthusiastic about a program as I am. I mean, simply put, if I come in
on fire about something, they’re going to be on fire.” Such transmission of desire and passion
was viewed as central to promoting positivity about new programs and initiatives and was
believed to be influential in shaping volunteers’ and partners’ attachment to and ownership of
program goals and activities.
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Sourcing of funds. Funding was identified as both a promoter of and obstacle to
implementing and maintaining pantry and program initiatives. As part of the Growing Together
program, food pantries had access to funds to develop gardening opportunities. Moreover,
program provisions of seeds and educational materials were free. Directors identified the
financial assistance of the programs as a catalyst for service expansion; such funds allowed
pantries to become more financially stable prior to taking on the whole of project expenses and
subsidized large initial purchases that they would have not been able to otherwise afford. One
director noted, “I just felt so blessed from the financial support and all the resources that you
guys [Growing Together] brought in.” Sourcing funds for maintenance of gardens and related
equipment was perceived as a more manageable task than making the larger, initial capital
investment of garden creation. Echoing these sentiments, the second pantry director stated that
the Growing Together program allowed the pantry to get “on its feet financially” after moving
into a new building, while simultaneously allowing for service expansion within the pantry.
Given that programs are unable to function without capital investment, both directors indicated
that the sourcing of funding was their main concern regarding the sustainability of programs.
Moreover, both directors described a sense of personal responsibility for securing funds that
would allow for continuation of program activities (e.g., seed distribution, educational
opportunities, expansion of a community garden). The ability of leadership to find sources of
funding was identified as vital to the pantry’s ability to sustain program initiatives. One pantry,
faced with a small budget and sole-volunteer-operation, hopes to fund future programming
through informal connections made with local seed distributors and funding from local
donations. The second pantry is currently looking for grants that will allow for the continuation
of program activities, and the expansion of gardening and educational opportunities within the
community.
Discussion
Corresponding with increasing rates of food insecurity, a growing number of persons are relying
on charitable food sources to combat hunger. Concerns regarding the quality of food provided
by charitable organizations, coupled with disproportionate rates of negative health outcomes
amongst food pantry users, have resulted in the development of programs that strive to meet the
diverse, emergent needs of pantry clientele. As food pantries, specifically rural pantries, may
lack the resources necessary to address critical social problems of healthy food access and
overall health of pantry users, empirical exploration of the viability of supplementary
programming in meeting pantry users’ needs is warranted.
This case study explored the utility and sustainability of Growing Together, an evidence-based
program designed to increase pantry users’ access to healthy food within two Midwestern
pantries. Results from garden reports and interviews with pantry directors speak to the
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program’s success. Implementation of Growing Together increased pantry users’ access to
healthy foods; bolstered community supports within- and between-pantries and their
communities; and facilitated development of leadership at individual, dyadic, and community
levels. Although the small, homogenous sample limits the generalizability of the findings,
results suggest that programs designed to promote healthy food access in charitable food
organizations can be successful and sustained post-program involvement.
Limitations
Despite the noted strengths of the study, it is not without its limitations. Researchers and authors
maintained professional and personal relationships with pantry directors for a prolonged period
of time (approximately two years). While the length of these relationships is considered a
strength of the study, the researchers recognize that their direct involvement with Growing
Together program participants may have inadvertently influenced participants’ willingness to
candidly share concerns about their program involvement and the program’s delivery.
Researchers attempted to account for potential bias through their use of triangulation, and
member and peer checks. Furthermore, the small sample size of this case study limits the
generalizability of these findings to a broader context. As each food pantry operates within a
unique system of partnerships and social systems, it is difficult to provide overarching and
concrete themes that will apply universally for healthy foods initiatives. However, findings
provide support for capacity building approaches that employ some level of reflexivity within
their programs.
Program Sustainability and Future Directions
The role of community capacity building was a cornerstone of Growing Together goals and was
routinely identified by pantry directors as key to program success. Centered on the engagement
of community members in program development and implementation, community capacity
building approaches develop a sense of ownership among program participants and link
previously unconnected individuals, groups, and resources. While both pantries reported
successes related to the program’s gardening initiatives, differential degrees of community
capacity development and overall community engagement at each location were cause for
concern regarding the sustainability of program activities moving forward.
The ability to engage community members, most notably new, young volunteers, in pantry
activities was identified as an overarching issue for the Robertsville pantry. Throughout their
participation in Growing Together, the Robertsville pantry had a difficult time engaging new
community members or groups to assist in the development of either the community garden or
the implementation of seed and transplant distribution at the food pantry. The majority of new
program activities were taken on by current food pantry volunteers. Growing Together
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implementers consistently attempted to promote connections with local businesses and school
agriculture programs; however, few new relationships came to fruition during the pantry’s
participation in the program. Consequently, the Robertsville pantry still relies on informal ties
and existing volunteers to provide seeds and transplants. While well intentioned, the pantry
faces the challenge of maintaining food distribution, continuing Growing Together gardening
programs, and cultivating community partnerships on volunteered time. With limited time and
resources, the continuation of Growing Together activities is uncertain, unless key connections
can be made with community resources to direct and carry out specific program efforts.
The Chandler pantry faces no shortage of assistance within food distribution and pantry
operations; however, the number of individuals involved within the implementation and
maintenance of the community garden presents cause for concern. During participation in
Growing Together, the Chandler pantry cultivated a relationship with the local Master Gardener
group. This group provided insight, knowledge, and skills necessary to create the garden and
provide support for new gardeners growing at the community garden. While multiple members
of the group participated in the planning and oversight of garden activities, one individual
emerged as the leader of these efforts. This limitation places the burden of activity sustainability
on the actions and abilities of a single individual and consequently makes the program more
susceptible to interruption or failure.
Though the findings from this research are limited to the experiences of two food pantries,
potential connections between pantry structure, community involvement, and the programs that
they can offer emerged as universal experiences within the Robertsville and Chandler pantries.
The structure of food pantries and the availability of a dedicated labor force appears to be a
central element to pantry programs and operations. Within the Robertsville pantry, the strictly
voluntary nature of workers limits the time available for work at the pantry, as well as the ability
to attract employed or younger volunteers. With limited time, volunteer efforts focus on the
primary operations of the food pantry and potentially limit time for the development and
implementation of additional programs. In contrast to the Robertsville pantry, the Chandler
Community Center gainfully employs multiple individuals. With such paid positions,
specifically a full-time paid director, individuals have dedicated time for securing funding,
volunteers, and programs for the pantry.
Community engagement provides opportunity for pantries to diversify programs and work
around potential limitations of pantry structure. In Chandler, the partnership with the local
Master Gardeners provided a knowledge base for project activities that pantry employees did not
have. This support from dedicated interest groups or organizations is mimicked in their
approach to educational and outreach programs at the pantry. Through the partnership with a
local school, pantry employees do not have to become experts on a variety of subjects but can
instead rely on the training and knowledge of educators within their community. The lack of
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diversified engagement with community resources did little to help overcome barriers to program
sustainability in Robertsville.
The two pantries within this study are the first of three cohorts to participate in the Growing
Together program. As a reflexive program, the experiences of these pantries will help to inform
the partnerships, strategies, and goals employed with subsequent pantries. Extending beyond
this project, these findings help to promote capacity building and evidence-based approaches in
healthy food initiatives. Further research should be conducted with the subsequent cohorts to
substantiate current findings and provide greater depth to information garnered from the current
research. Additionally, there is a need for the clear documentation and open dissemination of
further evidence-based programs at food pantries. The sharing of information within and
between universities and the programs and agencies designed to combat these issues is vital for
meaningful progress to be made. Through active dialogue, insight derived from successful
programs and initiatives may be applied to a greater range of conditions and geographic
locations, with continued assessment providing an even broader scope of knowledge.
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